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In the context of higher education, a tenure-track faculty is expected to be actively 
engaged in scholarly activities including research, teaching and service activities. Finding a 
balance between personal and career lives is seen critical yet challenging especially to early-
career international faculty members while they are in the face of differences and changes. 
Framed by theories of perezhivanie and resilience, the study examined international faculty 
members’ lived experiences of teaching. Interviews, blog prompts and reflection prompts were 
used to identify their major difficulties, perceptions and adjustments, and resilience development. 
Findings suggest that faculty members unavoidably encountered difficulties in their beginning 
career and that they managed to adjust their perceptions and adapt to the target teaching 
environments with exertion, and resilience components. The study contributed to the research on 
international faculty members’ learning to teach at an early-career stage in the United States by 
exploring resilience theory together with lived experiences/perezhivanie of teaching.  
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Overview and Statement of the Problem 
More and more U.S. universities and colleges are advocating diversity in the 21st_ 
century. Every year, many immigrants come to the United States to study or work and pursue 
their dreams (International Organization for Migration, 2013). Tracking the numbers in the last 
10 years, the Open Doors report indicated that there were 17,035 international scholars in 2004-
2005, and 124,861 in 2014-2015. Such a surprising increase implies that international scholars 
comprise a large portion of those in U.S. academe, and that number will continue to grow in the 
future. Following this trend, U.S. campuses have become more globalized because of the 
enormous influx of diverse immigrants, international scholars, and students from abroad 
(Stromquist, 2007). International academics in the United States include a cohort of students and 
scholars, as well as those who are hired at teaching or research institutions.  
Querying which populations are considered international scholars, the International 
Scholars Office site at Massachusetts Institute of Technology (http://web.mit.edu/scholars/) 
indicates that international scholars comprise all “visiting researchers, professors and lecturers.” 
Therefore, international scholars include those who come to the United States for a restricted 
period of time and those working at research universities whose job responsibilities involve a 
series of scholarly activities, such as conducting research, teaching, observing, collaborating, 
and/or service (http://web.mit.edu/scholars/).  
The numbers of international scholars in the United States have increased dramatically, 
and many have been hired in various disciplines in the last twenty years (Kim, Wolf-Wendel, & 
Twombly, 2011, McCalman, 2007). The primary factor that has contributed to the growing 




numbers of international scholars largely is the changes in immigration laws that have provided 
an opportunity for highly skilled laborers to reside and work in the United States (Kim et al., 
2011).  
Reports of the numbers of international faculty members are under-represented in the 
non-science and non-technology disciplines such as education, because the majority of reports 
rely principally on the location where they are “residing,” rather than “country of birth,” except 
for reports of the National Science Foundation and the Bureau of Labor Statistics (Gahungu, 
2011, p. 4). For example, according to Gahungu (2011), the Open Doors (Institute of 
International Education, 2010) and National Center for Education Statistics (NCES, 2008) 
reported numbers of international faculty members based on their legal status/residency status, 
which neglects those who were born outside the United States but are naturalized U.S. citizens.  
According to the Open Door report, there were 126,123 (24 %) international scholars in the U.S. 
universities in the years of 2007-2008 (Li, Wall, Loy, & Schoonaert, 2012). Moreover, 
international scholars are distributed disproportionately among educational institutions across the 
United States. These cohorts were found to be employed in prestigious universities or colleges 
across the United States, for example, in 2014-2015, Harvard University (Massachusetts) 
included 4,750, followed by the University of California-Berkeley with 3,313, Stanford 
University (California) with 3,235, Columbia University (New York) with 3,038, and the 
University of Michigan-Ann Arbor with 3,015 (Open Doors report, Institute of International 
Education, 2015).   
Additionally, among various disciplines, international scholars in the fields of Science, 
Technology, Engineering, and Math (STEM) disciplines represented 74 % of international 
scholars. Most were in the fields of physical and life sciences (34.7 % of faculty), and 




engineering (16.2 % of faculty) (Institute of International Education, 2015). Only 1.9 % of 
faculty were in the field of education. Moreover, in 2014-2015, China contributed the most 
(32%) to the total number of international scholars (Institute of International Education, 2015).  
Other countries, ranked from second highest to lowest were India (8.8%); South Korea (5.9%); 
Germany (4.3); Canada (3.7); Japan (3.6); Brazil (3.5); France (3.4); Italy (3.1); Spain (2.3); 
United Kingdom (2.1); Turkey (1.8), and Taiwan (1.5) (Institute of International Education, 
2015).  Not only do international scholars come from non-English speaking countries, such as 
those in Asia, but also from English-speaking countries, such as the U.K., Canada, and New 
Zealand. Therefore, these different reports imply that more scholarly attention on international 
faculty in U.S. institutions of higher education is crucial, especially in the field of education. 
Situating Self: The Road from Taiwan to My Master’s and Ph.D. 
My journey throughout my doctoral program motivated me to conduct this study of 
international faculty members who were born and raised in other countries, especially those from 
non-English speaking countries who are residing and teaching in the United States. I was raised 
and educated in Taiwan. Although English has been promoted as a foreign language and is 
prevalent in Taiwan, it still is not used widely as the first language or institutional language. 
Coming from Taiwan to the United States to obtain my Master’s and Ph.D., I was fortunate to 
have the opportunity to teach undergraduate classes as part of my graduate assistantship. Prior to 
my arrival in the United States, notwithstanding the fact that I had taught English in my home 
country, my teaching experiences were limited. Thus, my confidence in, and familiarity with 
teaching strategies and activities were one of the challenges in my teaching journey in the United 
States.  




In addition, I faced other challenges and difficulties in the classroom owing to my 
institutional status as a teaching assistant. For example, I was challenged by the academic 
language, appropriate responses to students, building rapport with my students, and language 
barriers. Moreover, in the face of the dual cultures (Chinese and American), there were times 
when I needed to reconcile and find a balance between the two in the classroom. Through 
observations of international faculty members, advisors, professors with whom I have worked, 
and who have instructed me in the class, I was inspired by their academic success at both 
scholarly and emotional levels. On the one hand, I have learned a great deal from their 
professional expertise in the field. On the other hand, I have learned from them personally with 
respect to finding a balance between two cultures and identities, as well as family and school 
work. Their resilience and the stories I have heard sparked my interest in this study. Thus, my 
experiences in the program aroused my curiosity to conduct a study to examine international 
faculty’s lived experiences of teaching in the United States.   
Teaching to international faculty members 
Teaching is commonly defined as teaching practices and responsibilities in the classroom 
and is a complex profession for the reason that “one never learns to teach once and for all. It is a 
continuous, ongoing, constantly deepening process” (Shulman, 2004, p. 517). On one hand, at 
the emotional level, teaching challenges a teacher’s reorganization of his/her role to understand 
each student’s characteristic traits and needs; on the other hand, at the scholarly level, it 
challenges a teacher’s knowledge and capacity to apply knowledge to classroom instruction in 
order to bring students unique learning experiences. These responsibilities can be quite varied 
depending on the grade level and types of institutions where a faculty is teaching.  




Wang (2000) stated that the differences between a graduate student who is working as an 
international teaching assistant (TA) and one who is a foreign-born non-native-speaker college 
instructor (FNCI) are varied in regard to the standards and expectations from school and 
students. In addition, the role, institutional position, wages, benefits, and responsibilities also 
contrast between teaching as a TA and FNCI. Patterns of life changes when one enters into a 
tenure-track position at a research university, which can often lead to tremendous stress, 
emotional burdens, conflicts with others, confusion, and burnout. Some people who can 
successfully overcome the difficulties and thrive in the face of adversity will usually advance to 
the tenure position; however, for others who are not capable of coping and overcoming adversity, 
their dreams of working in the profession usually come to an end.  
According to the university Bylaws (2016), a tenure-track faculty’s profession involves: 
1) instruction; 2) research and scholarly activities; and 3) service. Instruction can be 
exemplified as “classroom and laboratory teaching, practicum and extension teaching, 
preparation, evaluation of students' performance, direction of independent study, theses and 
dissertations, consultations with students enrolled in classes, and student advisement” (p. 21). 
Moreover, Bylaws (2016) specified individual faculty responsibilities for academic faculty. First, 
office hours are obligatory to be made and posted by academic faculty members and they have to 
be present and “available to students, colleagues, and others during these times” (p. 22). Second, 
academic faculty members’ individual obligations including “meeting classes as scheduled, 
evaluating academic performance fairly, counseling students”, and “carrying through with the 
workload commitment in accordance with college bylaws” (p. 23).  
Furthermore, when discussing teaching difficulties or related issues, teaching was usually 
associated with the four categories: 1) language-related issues (Alberts, 2008; Collins, 2013; 




Cooksey & Cole, 2012; Gahungu, 2011; Hsu, 2014; Kim, Hogge, Mok, & Nishida, 2014; 
McCalman, 2014; Skachkova, 2007); 2) cultural differences in classroom behaviors (Alberts, 
2008; Collins, 2008; Cooksey & Cole, 2012; Foote, 2013; Gahungu, 2011; Hsu, 2014; Kim, 
Hogge, Mok, & Nishida, 2014; McCalman, 2014; Skachkova, 2007; Wang, 2000); 3) academic 
standards and grading systems, and course expectations (Collins, 2008; Foote, 2013; Wang, 
2000). In order to explore international academic faculty members’ lived experiences of teaching 
at research universities, this study aimed to explore the difficulties in aforementioned categories. 
Researchers (e.g., Moody, 2004; Robison, 2003) underscored the benefits of recruiting 
international faculty members at U.S. universities and colleges, stating that such scholars can 
help “…increase diversity and cultivate multiculturalism among their faculty and students,” 
(Foote, 2013, p. 184) and that “…the experiences, perspectives, and contacts international 
faculty bring to their institutions” (p. 184) can be valuable resources (p. 184). Nonetheless, 
international faculty remains “an invisible minority” on U.S. campuses (Foote, Li, Monk, & 
Theobald, 2008; Gahungu, 2011) due to the scarcity of empirical studies and need for more 
research attention on the part of academe.   
The purpose of this study was to explore international faculty members’ lived 
experiences of teaching. Since promoting diversity and advocating the recruitment of 
international faculty has become the focus of the faculty research literature (Alberts, 2008; 
Moody, 2004; Robinson, 2003) and being resilient has been considered to be a vital factor in 
teachers’ retention (Gu & Day, 2007; Hong, 2012; Polidore, 2004), the study added to the faculty 
research literature in a twofold aspect. First, it investigated the difficulties they experienced 
related to teaching and discovered how they managed to cope with those difficulties in learning 
to teach. Second, it identified the perceived aspects that contributed to their resilience 




development in teaching. Furthermore, the study developed a theoretical understanding of 
international faculty’s lived experiences of teaching in the context of U.S. higher education. 
Brief Summary of Previous Research 
Research has been conducted on international faculty members’ academic experiences 
inside and outside the classroom at colleges and universities. However, a large number of studies 
were related to non-native English-speaking teachers in the field of English as a Second or 
Foreign Language. There was a paucity of literature associated with non-native English-speaking 
teachers or international faculty members and their teaching in other disciplines. In addition, the 
studies were conducted largely from the students’ voices and perceptions (Alberts, 2008). As 
LeBlanc & Bearison (2004) contended, teaching and learning should be viewed as bi-directional 
because it involves students and teachers, sometimes even includes their parents and 
administrators. Moreover, effective communication between students and international faculty is 
also a bi-directional process as both students and instructors are required to engage in interaction 
communicatively (Rao, 1995, cited in Alberts, Hazen, & Theobald, 2013, p. 213). It would be 
useful to determine how international faculty members perceive their teaching in disciplines 
other than English as a Second or Foreign Language. Owing to the fact that the lecture taught by 
international faculty in other disciplines is not about teaching English, but about using English as 
a medium to deliver content knowledge in other disciplines, it would be meaningful to discuss 
the difficulties international faculty members encounter while teaching at a research university. 
Non-native instructors in English language teaching and international faculty members  
The presence of international academics with student, visiting, or working visas, or those 
who are naturalized, has been a prevailing phenomenon in U.S. academia and has received 
increasing research attention in the past decades (Kim, Twombly & Wolf-Wendel, 2012).  




Existing research related to non-native/foreign-born/international instructors can be categorized 
generally into two main groups: 1) non-native instructors in English language teaching; and 2) 
international faculty members at research or teaching institutions.  
Non-native English-speaking (NNES) instructors in English language teaching 
Previous research on non-native English-speaking (NNES) instructors placed great 
emphasis on the debate concerning whether they can teach the English language effectively in 
comparison with their American counterparts. Research showed that most students of English as 
a second language (ESL)/English as a foreign language (EFL) possess a sense of “native speaker 
fallacy,” a term coined by Phillipson (1992). NNES students believe that native English-speaking 
(NES) teachers teach better than do NNES teachers as English is their first language. As a result, 
with respect to accent, pronunciation, vocabulary, and idioms, NES teachers appear to be 
superior to NNES teachers. Soon after researchers argued against this, stating that although 
NNES teachers are labeled as permanent English learners because their first language is not 
English, they can be effective English teachers, and in some aspects, actually were superior to 
NES teachers (Medgyes, 1994; Phillipson, 1992). For example, Medgyes (1994) pointed out that 
because NNES teachers have undergone the L2, L3, or foreign language learning process, they 
might predict students’ language difficulties, have empathy with them, and understand that it is 
normal for students to make errors. In a similar vein, researchers contended, although NNES 
teachers do not have the target cultural background, they still can be successful English language 
teachers (Nemtchinova, 2005; Phillipson, 1992).  
A great amount of research highlighted the relation between NNES teachers and NNES 
students in English learning or teaching (Butler, 2007; Nemtchinova, 2005; Watson & 




Pojanapunya, 2009). However, scarce research addressed those NNES instructors teaching NES 
students in other disciplines in higher education. 
International faculty members in other disciplines in higher education  
Tenure-track faculty members at a research university are expected to teach, conduct 
research, and engage in service activities. These scholarly activities can be stressful to faculty 
with respect to promotions, tenure, and merit-pay (Alshare, Wenger, & Miller, 2007), especially 
among international faculty cohorts due to additional difficulties or challenges they also face 
compared to their American-born counterparts (Lee, Lim & Kim, 2017). For example, 
international faculty members may face difficulties about their visa-related issues (Varma, 2010) 
and find it challenging to fit into the workplace because of the stereotypes received unfairly from 
the majority in the society (Museus, 2008).   
Alshare et al. (2007) examined the effect of the relation between: 1) teaching, research 
and service activities; and 2) tenure, promotion, and merit-pay decisions from the perspectives of 
the deans in business colleges or schools. The study showed that research institutions assigned 
more weight to research activities, while teaching schools assigned more weight to attendance 
and presentations at conferences (Alshare et al., 2007). Further, the findings showed differences 
in assigning teaching activities in different types of institutions. Alshare et al. (2007) indicated 
that “While teaching, private, and AACSB (The Association to Advance Collegiate Schools of 
Business) candidate schools, on average, assigned more weight to teaching activities involving 
decisions related to promotion and tenure; research, public, and accredited institutions 
emphasized research” (p. 64). The researchers concluded that deans of business colleges and 
schools should consider the weights for each scholarly activity when they make decisions 
associated with promotions, tenure, and merit-pay.  




In addition, research on international faculty members at research universities reported 
that their level of research productivity was higher than that of their native counterparts, but their 
job satisfaction was lower compared to native counterparts (Mamiseishvili & Rosser, 2010). As 
is evident, different types of institutions focus differently on each type of scholarly activity. 
Academic faculty members at research institutions usually carry a heavy research burden, and a 
question may arise here is whether they can perform well in their teaching while they also are 
stressed by other responsibilities required to achieve tenure. This guided me to consider carefully 
in what way international faculty can mediate and find a balance between research activities and 
teaching, and even other scholarly activities.  
The research studies on international faculty members in academe appeared to be rather 
limited. Foote, Li, Monk, and Theobald (2008) remarked, “little is known about the experiences 
of foreign-born academics in the U.S.” (p. 167), which, in large part, led these cohorts to become 
a “hidden minority” (p. 167) in U.S. higher education institutions. In addition, simply few 
statistics were “compiled about their needs, accomplishments, or problems” (p. 167), which also 
implied a need for additional quantitative studies. 
Three major terms adopted commonly in existing studies are international, foreign-born, 
and immigrant faculty, and these original terms were used throughout the study. The existing 
research that has discussed and investigated international faculty included: 1) the investigation of 
research productivity at 4-year institutions (Corely & Sabharwal, 2007; Kim, Wolf-Wendel, & 
Twombly, 2011; Kim, Twombly, and Wolf-Wendel, 2012; Li & Gao, 2010; Mamiseishvili & 
Rosser, 2010; Webber, 2012); 2) job satisfaction at 4-year  institutions (Corley & Sabharwal, 
2007; Kim, Wolf-Wendel, & Twombly, 2011; Lin, Pearce, & Wang, 2009; Mamiseishvili, 
2010); and 3) the examination of obstacles and opportunities in higher education (Gahungu, 




2011). Other researchers provided a more comprehensive discussion of the provision of 
strategies designed to assist international faculty in higher education, such as: helping enhance 
communication between students and faculty (Alberts, Hazen, & Theobald, 2013), mentoring 
and supporting international faculty (Foote, 2013), and establishing rapport with students and 
demonstrating knowledge to enhance credibility (Zhang, 2014). Further, a small number of 
studies focused on specific aspects of minority international faculty, such as the work 
experiences of Chinese faculty (Cooksey & Cole, 2012). Another group of studies focused on 
gender, such as female immigrant faculty in higher education (Skachkova, 2007) and the work 
experiences of foreign-born female faculty (Kim, Hogge, Mok, & Nishida, 2014).  
The research on international faculty members described benefits that differed from those 
in research associated with NNES instructors in English language teaching.  In other subject 
matter content, research argued that international faculty members bring diversity and different 
perspectives to U.S. campuses that help their students broaden their worldviews and evaluate 
events from other perspectives (Alberts, 2008). However, previous studies on international 
faculty paid specific attention to their job performance and obstacles to that in general. In 
contrast to previous research and for the purposes of this study, the researcher focused 
particularly on the challenges and forms of mediation associated with teaching. The special 
attention was paid to explore how international faculty members managed their instruction while 
they were also required to complete research and service tasks to achieve the tenure. 
Accordingly, research and service experiences, and job performance in general were beyond the 
scope of this study. The subsequent sections present a discussion of the relevant definitions, 
research questions, and an overview of theoretical framework and method that guide the research 
design. In addition, the significance of the study and definitions of terms are presented.  




Defining international faculty  
Researchers used terms other than international faculty, such as foreign-born (Alberts, 
2008; Gahungu, 2011; Lin, Pearce, & Wang, 2009; Mamiseishvili, 2011), and non-citizen faculty 
(Mamiseishvili & Rosser, 2008). However, Kim et al. (2011) argued that these definitions are 
misguided. First, foreign-born faculty includes those born outside the United States who 
immigrated at different ages. For example, some people immigrate at a very young age, or as 
undergraduates or graduate students. People who immigrated as a child have a very different 
cultural and linguistic background compared to those who immigrated as an undergraduate or 
graduate student (Kim et al., 2011). Further, Wells (2007) argued that individuals who moved to 
the United States at a very young age tend to be more Americanized than are those who 
immigrated at an older age. 
Second, the definition of non-citizen faculty distinguishes non-native faculty by 
citizenship, which underreports the numbers of international faculty, because such a definition 
does not take into account those who have been naturalized as U.S. citizens (Kim et al., 2011).  
Notably, Kim et al. (2011) highlighted, “Having college experiences as a student in U.S. higher 
education institutions could significantly affect faculty members’ overall experiences in 
academia” (p. 723). College experiences in the home country differ from those in undergraduate 
courses in the United States or other Western countries with respect to cultural, social, and 
learning experiences. However, in addition to the terms of foreign-born and non-citizen faculty, 
the definition of international faculty also has a drawback; for example, this definition does not 
take into account American-born faculty who have spent a significant amount of time working 
abroad, an experience that lends them a more international perspective than those who have not 
(Wells, 2007).  




As such, in lieu of the aforementioned distinctions, and for the purposes of this study, the 
term international faculty was used, which included “all faculty members other than American-
born U.S. citizens” (Wells, 2007, p. 77). I used the country of where they studied and received 
their bachelor’s degree as a borderline and then divided international faculty members into two 
groups: those who earned an undergraduate degree in their home country, and those who earned 
an undergraduate degree in the United States (Kim et al., 2011). 
The initial recruitment included five international faculty members with one from 
Mainland China and four from Taiwan. Considering the purpose of the study was to examine 
early-career international faculty’s lived experience of teaching, one of the participants from 
Mainland China became an associate professor during data collection so he was excluded. Of 
two Taiwanese female faculty members, the researcher only chose one of them to participant in 
the study because they had a similar doctoral background. Therefore, the cases of three 
participants were selected in this study.  
Research Questions 
Much research was examined in regard to international faculty members’ academic work 
experiences in general at universities or colleges (Corely & Sabharwal, 2007; Gahungu, 2011; 
Kim, Wolf-Wendel, & Twombly, 2011; Kim, Twombly, & Wolf-Wendel, 2012; Lin & Gao, 
2010; Lin, Pearce, & Wang, 2009; Mamiseishvili, 2010; Mamiseishvili & Rosser, 2010; Webber, 
2012). Little is known about the emphasis of international faculty members in the field of 
education at research universities with the special attention to their teaching experiences in the 
classroom, especially for those who are at their early-career stage (Theobald, 2013). The main 
goal of the study was to examine international faculty members’ perezhivanie-lived experiences 
of teaching at U.S. research universities. In particular, this study was intended to provide useful 




insights in preparing them for their learning to teach, with special attention to: 1) the difficulties 
they faced; 2) coping strategies they managed to cope with difficulties; and 3) perceived aspects 
that contributed to their resilience development. Resilience theory (Polidore, 2004) and 
Perezhivanie theory (Vygotsky, 1965, 1971, 1994, 1998) were used to guide the research design. 
In this study, the researcher employed perezhivanie as emotionally lived experiences that were 
meaningful and memorable, which focused on the difficulties they faced in teaching and forms 
of mediation they adopted to cope with these difficulties. The research questions guided the 
study are reflected as follows:  
1.What are international faculty members’ lived experiences/perezhivanie of teaching? 
2. How do international faculty members develop resilience through their lived 
experiences/perezhivanie of teaching? 
Theoretical Framework and Method   
            Resilience theory and perezhivanie theory were used to guide this research design in 
order to examine international academic faculty members’ lived experiences of teaching at U.S. 
research universities. In resilience theory introduced by Polidore (2004), eight themes (religion, 
flexible locus of control, optimistic bias, autonomy, commitment, change, positive relationship, 
and education is important) were presented to characterize resilience and its relationship with the 
teaching experiences. Resilience is defined as an important personality trait and a capacity to 
manage coping strategies to help teacher educators survive and thrive in the face of adversity, as 
well as finding a balance between lives and profession and their career commitment (Bobek, 
2002; Brunetti, 2006; Gu & Day, 2013). The lens of resilience theory was used to help 
understand the teaching experiences of international faculty members by discovering resilient 
factors that contributed to their success in the academe.  




In addition, although Vygotsky never provided “an ontological definition of 
perezhivanie” (Gonzάlez Rey, 2016, p. 306) in his work of scholarship, which resulted in the 
multifaceted nature of the concept, perezhivanie were roughly defined as an emotional 
experience (Dang, 2013; Smagorinsky, 2011), lived experience (Davis & Dolan, 2016), 
emotional lived experience (Blunden, 2010) or lived emotional experience (Chen, 2015; Crick, 
2012), and intensely-emotional-lived-through-experience (Ferholt, 2010). Etymologically, 
perezhivanie can be described as an event that causes someone to feel pain; on the other hand, 
there are also good perezhivanie (Blunden, 2016). Their good or bad feelings toward an event 
and attempts to work it out and make a leap and pass through (Blunden, 2016) to open a new 
chapter in life. Theoretically, perezhivanie was introduced by Vygotsky (1965, 1971, 1994, 
1998) in association with emotion, personality, and environmental characteristics. Through the 
lens of perezhivanie theory, it was to help gain insights about international faculty’s teaching 
experiences in the United States especially in what way they managed to cope with difficulties 
they found to have in teaching.  
Furthermore, based on the research background, the qualitative research approach was 
selected to inform the inquiry. Lived experiences provide first-hand and direct information which 
represents and understands “a researcher or research subject’s human experiences, choices, and 
options and how those factors influence one’s perception of knowledge” (Boylorn, 2008, p. 489). 
Moreover, lived experiences offer unique and personal perspectives as to inform “how their 
experiences are shaped by subjective factors of their identity including race, class, gender, 
sexuality, religion, political associations, and other roles and characteristics that determine how 
people live their daily lives” (p. 489). In addition, lived experience “responds not only to 




people’s experiences, but also to how people live through and respond to those experiences” (p. 
489).  
Additionally, multiple-case study design was employed to investigate international 
faculty members’ lived experiences of teaching. Case studies are designed to get an 
understanding of the complex phenomena in the society, which allows researchers to record the 
meaningful events in real lives (Yin, 2003b). This study benefited from a multiple-case study 
approach because “analytic benefits from having two (or more) cases may be substantial” (Yin, 
2003b, p. 53). Moreover, the richness of the data in a multiple-case study enabled the researcher 
to discuss and explore international academic faculty members’ lived experiences of teaching in 
a different culture through the analyses of such a phenomenon. More importantly, Zainal (2007) 
emphasized that “the detailed qualitative accounts often produced in case studies not only help to 
explore or describe the data in real-life environment, but also help to explain the complexities of 
real-life situations which may not be captured through experimental or survey research” (p. 4).  
In this study, the researcher addressed not only the number of incidents related to the difficulties 
they faced, but also the details of the stories related to those difficulties, the ways in which they 
accommodated to those difficulties, and also the ways in which those difficulties did or did not 
lead to changes. Through multiple-case study approach, the researcher was able to organize 
cases, which potentially allowed the researcher to comprehend fully the differences among 
international faculty members’ lived experiences of teaching, and their varied coping strategies, 
as well as their unique resilience in the face of adversity. 
Significance to Curriculum and Instruction at Higher Education 
The significance of this study contributed to the application of resilience theory and 
perezhivanie theory in faculty research, especially for those academic tenure-track faculty 




members who are at their early-career stage. It shed lights on lived experiences of international 
faculty members and presented strategies for coping with difficulties. The study contributed to 
the research on the process by which international faculty members learned to teach in the 
United States as well as their forms of mediation in overcoming difficulties and resilient 
attributes they developed, which had a potential to guide future researchers in investigating 
international faculty members in U.S. higher education. Moreover, it served as a reference for 
university administrators, especially in their efforts to retain Asian foreign-born faculty members 
with smooth transitions into U.S. higher education contexts. 
Definition of Terms 
International Faculty Members specifically referred to a group of individuals who grew 
up and were raised in countries other than the United States. They have earned a Ph.D. and are 
working as a tenure-track academic faculty in the United States. Individuals who came to the 
United States for their undergraduate degree will be excluded in this study as the researchers 
indicated that “Having college experiences as a student in U.S. higher education institutions 
could significantly affect faculty members’ overall experiences in academia” (Kim et al., 2011, 
p. 723).   
Foreign-Born Faculty Members included those were born outside the United States who 
immigrated at different ages. For example, some individuals immigrated at a very young age, or 
as undergraduate or graduate students. Individuals who immigrated as a child have a very 
different cultural and linguistic background compared to those who immigrated as an 
undergraduate or graduate student (Kim et al., 2011).   
Lived Experiences were memorable events or incidents experienced by the person 
himself or herself rather than sharing events or incidents experienced by others. The person who 




shared his/her own experiences with others were lived experiences (Boylorn, 2008). Lived 
experiences provided first-hand and direct information which represented and understood “a 
researcher or research subject’s human experiences, choices, and options and how those factors 
influence[d] one’s perception of knowledge” (Boylorn, 2008, p. 489). Moreover, lived 
experiences offered unique and personal perspectives as to inform “how their experiences [were] 
shaped by subjective factors of their identity including race, class, gender, sexuality, religion, 
political associations, and other roles and characteristics that determine[d] how people live[d] 
their daily lives” (p. 489). In addition, “lived experience respond[ed] not only to people’s 
experiences, but also to how people live[d] through and respond[d] to those experiences” (p. 
489). 
First Language (L1) indicated the individual’s mother tongue that he or she has been 
learning and using in four language domains (Speaking, Listening, Writing, and Reading) since 
the birth.  
English as a foreign language (EFL) referred to individuals who learn English as a 
foreign language in non-English dominant countries such as China, Japan, Taiwan, Korea, 
Thailand, etc. On the contrary, English as a second language (ESL) referred to individuals who 
learn English as a second language in English dominant countries such as the U.K., the United 
States, Canada, Australia, New Zealand, etc.  
Teaching included all activities and responsibilities related to the classroom including 
preparing for lessons, delivering lectures, grading, consulting and advising in and out of class, 
and evaluation (Bylaws, 2016). In order to explore international faculty members’ lived 
experiences of teaching at research universities, this study aimed to explore the difficulties in 




language-related issues, cultural differences in classroom behaviors, academic standards and 
grading systems, and course expectations.  
Difficulties Related to Teaching included struggles, obstacles, and conflicts or any kinds 
of discomfort occurred while teaching. These difficulties may cause depression, insomnia, 
discourage, frustration or any other negative influences.  
Forms of Mediation signified the coping strategies the individual adopts to mediate the 
difficulties he or she has encountered or experienced. Each individual has different inclination in 
terms of selecting strategies to cope with the difficulties.  
Resilience Theory described that adversity is the drive for a teacher to form the resilience 
(Bobek, 2002). The peculiarities of the teacher resilience that Polidore (2004) discussed about 
minority faculty members-African American faculty members were religion, flexible locus of 
control, optimistic bias, autonomy, commitment, change, positive relationship, and education is 
important. However, other researchers (Brunetti, 2006; Gu & Li, 2013) argued that resilience 
should be treated as an ability to find a balance in lives and the perception of belonging to their 
teaching profession. In the current study, followed by abovementioned characteristics, teacher 
resilience is viewed as an important personality trait and a capacity to manage coping strategies 
to help teacher educators survive and thrive in the face of adversity, as well as finding a balance 
between lives and profession and their career commitment. 
Perezhivanie Theory was examined as emotionally lived experiences that were 
meaningful and memorable, which focused on the difficulties the participants faced in teaching 
and forms of mediation they adopted to cope with these difficulties in this study. Perezhivanie 
was introduced by Vygotsky (1965, 1971, 1994, 1998) in association with emotion, personality, 
and environmental characteristics. Perezhivanie was basically defined as an emotional 




experience (Dang, 2013; Smagorinsky, 2011), lived experience (Davis & Dolan, 2016), 
emotional lived experience (Blunden, 2010) or lived emotional experience (Chen, 2015; Crick, 
2012), and intensely-emotional-lived-through-experience (Ferholt, 2010).  
Summary 
This chapter has introduced the background information of international faculty members 
and their lived teaching experiences in the United States. The purpose and significance of the 
study were outlined. In addition, this chapter has provided a brief summary of the theoretical 
framework this study was built upon: resilience theory and perezhivanie theory. With reference 
to the theoretical framework, research questions were discussed. Moreover, definitions of key 
terms were presented.  
The dissertation contains five chapters: introduction, theoretical framework and literature 
review, and research methodology, findings, and discussion of findings. Chapter One presents 
the background information on the issues of international academic faculty members in the 
United States and their lived experiences of teaching and forms of mediation in the classroom. In 
addition, this chapter presents the purpose of the study, significance of the study, research 
questions, definitions of key terms, and organization of the research proposal. Chapter Two 
explains the theoretical framework and reviews of related literature. This chapter consists of the 
sections including teacher resilience theory, difficulties international academic faculty members 
encounter in the classroom, and forms of mediation they adopt to cope with difficulties. This 
chapter also includes problems of the reviewed studies. Chapter Three describes the 
methodology in the study. The major sections include the rationale of multiple-case study 
approach, selection of participants and research site, instrumentation, the process of data 
collection, and data analysis. This chapter also includes the role of the researcher, human 




subjects, ethical considerations, and limitations of the study. Chapter Four presents study 
findings. The findings were delineated with a profile and analysis of each of the three 
participants based on the major themes found from the data. Major themes included the major 
difficulties that they had encountered, perception and adjustment they managed to cope with 
difficulties, and aspects contributed to their resilience development in their lived experiences of 
teaching. Chapter Five provides the discussions of the findings. The chapter began by 
summarizing the major findings and connecting findings with theories. Moreover, implications 
and limitations of the study, and recommendations for future research directions were discussed. 




















THEORETICAL FRAMEWORK AND REVIEW OF LITERATURE 
This chapter provides theoretical framework and specifically reviews the relevant 
literature on international faculty members’ teaching in the contexts of higher education at U.S. 
research universities with special attention to: 1) difficulties that they faced in teaching; 2) the 
institutional support that they received; and 3) how they managed to cope with difficulties 
themselves. Literature selection and review process are presented, and the research gap is 
discussed. 
Literature Selection and Review Process 
In attempt to complete the search of literature review, the researcher utilized various 
search engines to identify sources for the literature review including ERIC, JSTOR, EBSCO, 
Sage, and Google Scholar. Three steps were involved to locate and sort relevant and related 
studies. First, I focused on journals published in the categories of “Review of Educational 
Research” and “Review of Research in Education” from 1990 to 2017. Second, I performed the 
search beginning with a variety of combinations of key words related to the focus of population 
in the study (non-native/international/foreign-born/immigrant). The key words for the search 
were: non-native faculty members, teaching experiences, challenges, strategies, international 
faculty, foreign-born faculty, and immigrant faculty. Combining above related keywords and 
considering the relevance, fifteen selected articles were selected to review in the study. Lastly, I 
searched books and dissertations, and reviewed the index of each book to determine whether it 
was relevant to my study.  
Beginning with the theoretical framework, I introduced perezhivanie theory and 
resilience theory, and discussed how they were related and applied to international faculty 




members’ lived experiences of teaching in the United States. Next, I focused on: 1) difficulties 
that international faculty members encountered; and 2) forms of mediation faculty members 
employed to overcome those difficulties. These two main categories addressed the relation 
between international faculty members’ lived experiences of teaching, their difficulties and 
coping strategies, and their resilience development. Finally, a discussion of potential limitations 
and implications was provided.   
Theoretical Framework 
In order to better understand the experiences of international faculty members residing in 
the United States who were teaching at research universities and successfully managed to adopt 
coping strategies to overcome difficulties they found to have in teaching, perezhivanie theory 
and resilience theory were selected to guide this study. 
Perezhivanie theory  
One theory that was relevant in relation to the discussion of international faculty’s lived 
experiences of teaching was perezhivanie theory. The Russian notion of the perezhivanie, a 
theoretical concept introduced by Vygotsky in his last years of works of scholarship, had not 
gained monumental research interest in the West until recently. Since then, the research interest 
of the relationship between “cognition, affect, and development” has been quite prevalent. 
Vygotsky’s incomplete work on perezhivanie has aroused scholarly attention, and his 
contemporary followers (Blunden, 2016; Clarά, 2016; Gonzάlez Rey, 2009, 2011, 2016) are 
attempting to discuss the concept through different visions of the field of cultural-historical 
psychology to understand human development.  
Due to its complexity and rich semiotic meaning, perezhivanie has been widely discussed 
and used as a Russian word in journals and books (Adams & March, 2015). The concept has 




been translated differently into English, inclusive of an emotional experience (Anh, 2013; 
Smagorinsky, 2011), lived experience (Davis & Dolan, 2016), emotional lived experience 
(Blunden, 2010) or lived emotional experience (Chen, 2015; Crick, 2012), and intensely-
emotional-lived-through-experience (Ferholt, 2010). In fact, perezhivanie has been 
acknowledged as not having a direct translation in English because of the difficulty of translating 
it (Fleet, 2016; Vasilyuk, 1984). In addition, Vygotsky never provided “an ontological definition 
of perezhivanie” (Gonzάlez Rey, 2016, p. 306) in his work of scholarship, which has resulted in 
the multifaceted nature of the concept. Furthermore, perezhivanie should not be treated as 
another concept in isolation in Vygotsky’s work; instead, it should be discussed together with 
other relative concepts that appeared in his last years of work (Gonzάlez Rey, 2016).  
In order to understand the concept of perezhivanie, Blunden (2016) argued that the 
origins of its etymology offer a quick glimpse into perezhivanie. In the Russian language, 
perezhivanie is a countable noun, and both perezhivanie (singular) and perezhivaniya (plural) 
were used by Vygotsky in his last years of work. Perezhivat is a verb form of perezhivanie, in 
which pere- denotes “carrying something over something, letting something pass beneath and 
overleaping it” (p. 276), and -zhivat denotes “to live” (p. 276). The prefix pere- and suffix -zhivat 
jointly depict someone “able to survive after some disaster”, namely, “to over-live something” 
(p. 276). Other associated terms such as pereterpet and pereprignut are good resources for 
discovering perezhivanie. Blunden (2016) notes that the meaning of pereterpet deciphers as “to 
outlive the pain”, and the meaning of pereprignut deciphers as “to overcome some obstacle, to 
jump, or fly over it” (p. 276). Robbins (2007) points out that perezhivanie refers to the following: 
“you have passed as if above something that had made you feel pain; and in the base of each 
again living lies a pain” (cited in Blunden, 2016, p. 276). Here, again living means something 




that happened is remembered (Blunden, 2016). You accept the pain and live with it and you try 
to work on the pain repeatedly until you successfully move forward away from the pain. 
Relatedly, Blunden (2016) remarks that there is a good perezhivanie ranging from a big change 
in life to something new or risky that has never been tried, and all such perezhivaniya open a 
new chapter in one’s life book.  
Since there is limited research on perezhivanie, the concept in Vygotsky’s works must be 
explored in order to gain more insights into its foundations. Gonzάlez Rey (2016) highlighted 
that perezhivanie should be discussed indivisibly in three of Vygotsky’s works, including “The 
Psychology of Art at the very beginning of his work and in The Problem of the Environment and 
The Crisis at Age Seven in 1933-1934” (p. 346).  
 The Psychology of Art (1971). In The Psychology of Art, the concept of perezhivanie was 
discussed with other related concepts such as “emotions, creativity, motivation, and the person as 
a creator” (Gonzάlez Rey, 2016, p. 306). During this period of Vygotsky’s work, motivation was 
deemed as the drive that contributed to the esthetic performance by an actor on stage, along with 
the actor’s own emotions and creativity. Emotions, such types of visceral feeling, play a vital 
role in the mediation of human development in the artistic performance. As Vygotsky (1971) 
elucidated: 
…all our fantastic [and unreal] perezhivanie take place on a completely real emotional 
basis. We see, therefore, that emotion and imagination are not two separate process; on 
the contrary, they are the same process. We can rightly can regard a fantasy as the central 
expression of an emotional reaction (Vygotsky, p. 210).  
This statement highlights the importance of emotions, which is indivisible from fantasy 
and imagination, which produces the esthetic performance. Vygotsky views fantasy and 




imagination as formations of our visceral manifestations in reality. Thus, perezhivanie was 
discussed first in relation to emotions and human development in the esthetic performance in The 
Psychology of Art. Vygotsky argues, “between man and the outside world there stands the social 
environment, which in its own way refracts and directs the stimuli acting upon the individual and 
guides all the reactions that emanate from the individual” (p. 252). As viewed by Smagorinsky 
(2011), the preceding statement clearly indicates that human behaviors are changed and mediated 
through the interactions between individuals and the stimuli from the social environment. To be 
more specific, humans’ beliefs, cultural practices and tools, and interpretations of the world 
interact together to influence the way individuals behave in reality (Smagorinsky, 2011). Thus, 
we can say that the individuals’ behaviors and engagement are interrelated to their perception, 
interpretation, thought, and learning in the social world.  
The Problem of the Environment (1994). The concept of perezhivanie was discussed in 
Vygotsky’s later work, The Problem of the Environment, after his first attempt in The 
Psychology of Art. In the later work, Vygotsky (1994) denotes that “all the personal 
characteristics and all the environmental characteristics are presented in perezhivanie” (p. 342). 
Vygotsky argues that perezhivanie influences individual personality and interpretations of 
surrounding factors. It is a bidirectional relationship between perezhivanie from one side and 
personal and environmental factors from the other side.   
The following excerpt offers a deeper insight into the interrelationship between 
personality and surroundings. Here, perezhivanie refers to a child’s perezhivanie. Vygotsky 
(1994) remarks: 




Therefore, it is not any of the factors in themselves (if taken without reference to   the 
child), which determines how they will influence the future course of his development, 
but the same factor refracted through the prism of the child’s perezhivanie. (p. 340) 
Vygotsky points out the influence of a child’s perezhivanie in his/her social 
World by stating that perezhivanie: 
…is a unit where, on the one hand in an indivisible state, the environment is represented, 
i.e., that which is perezhivat ˗˗ perezhivanie is always related to something which is 
found outside the person ˗˗ and, on the other hand, what is represented is how I, myself, 
perezhivat this, i.e., all the personal characteristics and all the environmental 
characteristics are represented in perezhivanie (Vygotsky, 1994, p. 342).  
As viewed by Roth and Jornet (2016), perezhivanie is defined as “the unity/identity of 
personal and environmental characteristics” (p. 316), and such a prism for the same event “is 
refracted differently in different individuals” (p. 316) and has different influences in a child’s 
development for different children. It underlines the uniqueness of perezhivanie for each 
individual, depending on different psychological, physical, and social factors. For example, each 
child has different perezhivanie from another because of ages, mental state at the moment, 
backgrounds, environments in which they reside, and interactions with people around them.  
Vygotsky (1994) notes, “The crux of the matter is that whatever the situation, its influence 
depends not only on the nature of the situation itself, but also on the extent of the situation” (p. 
343-344). He emphasizes the influence of a child’s perception and interpretation of the 
environment and argues, “this influence in not fully determined by the objective conditions of 
the situation, but rather, more than anything, by the meaning that the situation has for the child” 
(Clarά, 2016, p. 286). In other words, the influence of a life-project for a child does not rely on 




the life-project per se, but on the way a child perceives and interprets the significance of the life-
project. As such, I consider that the meaning and the situation are somewhat more or less 
important; one cannot exist without another. The following excerpt shows a clearer view from 
Vygotsky (1994) about the role of the meaning in a child’s social world, and he points out the 
influence of a child’s maturity at different stages in regard to the interpretation of the meaning: 
One and the same event occurring at different ages of the child, is reflected in his 
consciousness in a completely different manner and has an entirely different meaning for 
the child, In connection with this, a quite complicated concept, but one which is very 
important for the understanding of how environment influences development, is of some 
interest. The concept has this connection because it represents the meaning of our words. 
(…) a child at different stages of his development does not generalize to the same extent, 
and consequently, he interprets and imagines the surrounding reality and environment in 
a different way. Consequently, the development of thinking in children in itself, the 
development of generalization in children in itself, it also connected with the way the 
environment influences children. So, as times goes by, the child begins to understand 
more and more. Now he is also to understand the things he could not understand earlier. 
Does this mean that now some events occurring in the family will affect the child in a 
different way? Yes. (…) This means that the development of thinking in children in itself, 
the meaning of children’s words, is what determines the new relationship which can exist 
between the environment and the different developmental processes (p. 345-346). 
According to Vygotsky (1994), children of different ages perceive and interpret life 
events differently. As is clear, age stands for maturity at each stage in life and the increased 
maturity influences and changes children’s perception of the same incident. For children who 




have experienced the same event in their lives, the event does not determine that they felt the 
same influence. In addition to the factor of age, the difference is because each child’s feelings 
and views differed and thus resulted in different influences on each child’s development. 
Additionally, as for meaning, each child interprets his or her surroundings differently. Such 
meaning formation plays a crucial role in a child’s ontogenetic development (Clarά, 2016).  
Vygotsky (1994) provides a concrete example of three children at different ages who 
suffered from an abusive mother, a drunkard (p. 340). The youngest child “develops attacks of 
terror, enuresis, and he develops a stammer, sometimes being unable to speak at all as he loses 
his voice”. The second child “expressed a terrible attachment to her and an equally terrible hate 
for her”. The oldest child had a different reaction from the other two. He felt responsible as the 
senior child in the household to take care of his younger brothers and protect them from being 
harmed by their mother. As Vygotsky (1994) points out, the oldest child’s behavior was not 
normal for children of the same age. Instead, his “course of normal development was severely 
disrupted” (p. 340).  
This example clarifies the importance of individuals’ perceptions and interpretations 
about their surroundings. The same incident is viewed and perceived through different visions by 
each individual and has a different meaning for them. Also, the same event for children of 
different ages leads to different development. 
The Crisis at Age Seven (1998). In The Crisis at Age Seven, perezhivanie is associated 
with the relationship of the social situation between needs and motives, leading to the change of 
children’s behaviors. Consistent with the example of the three children Vygotsky (1994) 
mentioned in The Problem of the Environment, the different ages of the children is a significant 




indicator related to maturity in each child’s development. At different ages, a child’s intellectual 
and mental development functions differently.  
As Vygotsky (1998) describes, during this critical period, a child starts to distinguish “the 
internal and external aspects of the child’s personality” (p. 290). According to Mahn (2003), 
Vygotsky identifies this as “the most essential trait of the crisis” (p. 131), and such 
“differentiation of internal and external life helps children understand themselves in relationship 
to others and aids them in the transition to schooling, in which they are introduced formally and 
systematically to conceptual thinking” (p. 131). Thus, we can conclude that the reorganization of 
inner and outer worlds is a breakpoint when children enter the development phase of this critical 
period. 
Vygotsky (1998) also perceives perezhivanie as an affective tool that measures children’s 
feelings, which he defines it as an affective generalization. He states,    
At the age of seven years, we are dealing with the onset of the appearance of a   
structure of perezhivanie, in which the child begins to understand what it means   
when he says, “I’m happy,” “I’m unhappy,” “I’m angry,” “I’m good,” and “I’m  
bad,” that is, he is developing an intellectual orientation to his own perezhivaniya  
(…). Generalization of perezhivanie or affective generalization, and the logic of  
feelings appear at the beginning of the crisis at age seven (1998, p. 291) 
 As pointed out by Gonzάlez Rey (2016), perezhivanie here means “the intellectualization 
of emotions” (p. 308). Gonzάlez Rey (2016) agrees with the critique that was provided by 
Bozhovich (1968), indicating that the above statement is “intellectual reductionism in the 
comprehension of emotion” because it “not only created difficulties in explaining the relevance 
of emotions as self-generative process [as the concept was coined by Vygotsky in 1932], but also 




led to a narrow representation of the emotional relevance of the relation between the child and 
the adult since the early moments of their lives” (p. 308). 
  Moreover, Vygotsky (1998) underlines ages as a significant indicator, and the influence 
of the environment varies “for a child at age one, three, seven, or twelve” (p. 293). Vygotsky 
(1998) also points out the factors that influences a child’s formation of meaning is due to… 
…the essence of every crisis is a reconstruction of the internal experience, a reconstruction that 
is rooted in the change of the basic factor that determines the relation of the child to the 
environment, specifically, in the change in needs and motives that control the behavior of the 
child (p. 296).  
As Mahn (2003) explains, “the change in the needs and motives alters the internal 
experiences, which, in turn, changes the relationship to the environment” (p. 129). In conclusion, 
etymologically perezhivanie can be described as an event that causes someone to feel pain; on 
the other hand, there are also good perezhivanie (Blunden, 2016). Their good or bad feelings 
toward an event and attempts to work it out and make a leap and pass through (Blunden, 2016) to 
open a new chapter in life. Theoretically, perezhivanie was introduced in three works of 
scholarship by Vygotsky in association with emotion, personality, and environmental 
characteristics. Perezhivanie is a unit for the development of a personality. It works by providing 
an opportunity for individuals to experience an event, survive it, create conflict and crisis, and 
gain building units to develop character. Perezhivanie is unique in individuals’ development, but 
not completely because of the factors of personal or environmental characteristics; instead, the 
prism of perezhivanie is refracted and personality and environmental characteristics are 
represented, which leads to their development. Individuals’ development varies, depending on 
the differences of mental states, ages, and social situations. Also, individuals of different ages 




perceive and interpret their social situation differently, and each social situation has a different 
meaning for each individual.  
Perezhivanie theory and its applicability to international faculty’s teaching  
 Scarce research of perezhivanie has been used in a foreign-teaching context in 
educational research. Existing empirical studies have employed perezhivanie and linked it to 
certain areas such as the investigation of pre-service or novice teachers’ learning-to-teach by 
teacher educators (Golombek & Doran, 2014; Johnson & Worden, 2014), and the impact of 
perezhivanie for early childhood teachers and their students in the classroom (Davis & Dolan, 
2016). The former focuses on the relationship of perezhivanie between teacher learners and their 
teacher educators, while the latter focuses on the relationship of perezhivanie between teachers 
and their students.  
 One of the qualitative studies conducted by Goldmbek and Doran (2014) examined 
teacher learners’ perezhivanie by their teacher educator. The participants were teacher learners 
who co-taught with the teacher educator during their internship in an undergraduate TESL 
program in the United States. Each participant was asked to write a weekly reflection journal and 
submit it electronically to their teacher educator. The teacher educator assigned the topic for the 
first journal before their actual teaching. Participants were asked about “their expectations of the 
internship and their strengths and concerns as they embarked on their teaching experiences” (p. 
106). The rest of the journal entries were given a direction centering on the “description of what 
they were doing in their class and their reactions to their teaching” (p. 106).  
The teacher educator was responsible for providing responses and feedback to teacher 
learners’ journals and to “mediate their thinking and feeling about this initial teaching 
experience, and to encourage reflection and dialogue” (p. 106). Through teacher learners’ journal 




reflections, the teacher educator examined their perezhivanie and provided constructive 
responses to mediate their learning-to-teach experiences. Authors concluded that reflection 
journals can be employed by teacher educators as a means of reflection in investigating teacher 
learners’ lived-through experiences through the emotional lens of perezhivanie.  
 In a similar vein, Johnson and Worden (2014) conducted a study to explore novice 
teachers’ learning-to-teach through the lens of cognitive/emotional dissonance and argued that 
such dissonance constitutes the teachers’ development. There were four participants in the study, 
including two undergraduate students who enrolled in TESOL as a minor, and two other 
graduate students who pursued their Masters in a TESOL program. The authors were the teacher 
educators, as Johnson was responsible for supervising and Worden helped co-teach the TESOL 
course. The data was collected through recordings, including both tape-recording and audio-
recording, from their actual teaching and stimulated recall session and the novice teachers’ final 
reflection paper. The results revealed that the challenges that novice teachers faced during their 
initial teaching were inevitable. The researchers concluded such cognitive/emotional dissonance 
is powerful in regard to the teachers’ development, especially for novice teachers’ initial 
learning-to-teach experiences.  
 Another qualitative study of perezhivanie related to learning and teaching conducted by 
Davis and Dolan (2016) explored “the nature of perezhivanie, experience, and learning for the 
teachers, and, in turn, for their students emerging from the arts-based learning process” (p. 57). 
They employed a learning program, The Open Storybox, which was designed for childhood 
teachers and students, to find the factors that play a crucial role in development, learning, and 
transformation. A total of 35 teacher educators participated in the study. The data was collected 
through evaluations, surveys, and recorded video-conferences. The teacher participants were 




asked to reflect on what has happened in their classes by focusing on the students’ learning 
through the learning program. These findings revealed that the teachers’ experiences and 
perezhivanie “shape and design the environment the scope for experiences for their students” (p. 
63). Authors concluded that teachers need to reflect on their own teaching experiences and 
recognize the peculiarities that perezhivanie can exert on children’s learning and experiences in 
the classroom. 
Existing studies related to teaching and learning reviewed above, which include two from 
pre-service and novice teachers’ learning-to-teach, and one from early childhood teachers and 
their students, raise certain points in regard to perezhivanie. First, journal reflections can be a 
good resource to examine teachers’ perezhivanie. Through such narrative expression, teachers 
can think, elaborate, and reflect on their teaching and students’ learning through the emotional 
lens of perezhivanie, which promotes their professional development. Second, perezhivanie 
plays a vital role in teachers’ development, especially those teachers who have just started to 
teach. Novice teachers’ learning-to-teach experiences are shaped and mediated by their 
perezhivanie. Lastly, in addition to the impact of perezhivanie on teachers, their perezhivanie 
also influences their students’ learning experiences.  
Through the lens of perezhivanie theory, international faculty members’ lived 
experiences in relation to difficulties they encountered and how they traversed significant 
adversities in teaching could be examined. First, international faculty members’ lived 
experiences could be linked to their emotion, personality, and environmental characteristics. 
Perezhivanie theory helped the researcher investigate international faculty teaching experiences 
with special attention to their teaching difficulties. Their perception and adjustment in coping 




with difficulties could be explored with the efforts and support provided. Specifically, in what 
way they mitigated challenging or difficult situations and developed resilience further.  
Moreover, the multicultural classroom context in the United States is another factor that 
needs to be taken into consideration. The United States is acknowledged as having a diverse 
population because of the increasing immigrants. In discussing international faculty members’ 
teaching, they bring their cultural heritage to the classroom and have to position that with the 
U.S. culture, while at the same time working with students who are from a variety of different 
ethnic backgrounds, which can make the entire process much more challenging. By Vygotsky’s 
perezhivanie theory, the researcher was able to examine in what way international faculty 
members integrated prior educational experiences into their teaching in the U.S. classroom. 
Resilience theory  
Another theory that guided the study of international faculty’s lived experiences of 
teaching in U.S. higher education contexts was resilience theory. Resilience research was 
grounded and had its theoretical foundation in positive psychology. Positive psychology is the 
study of the positive aspects of individuals’ lives, including fulfillment and meaningfulness. This 
is in contrast to traditional psychology, which generally examines the negative sides of 
individuals, including illness and the treatment of such illness that exists in individuals (Snyder 
& Lopez, 2009).  
 Beginning in the 1970’s, resilience theory was applied by psychologists and therapists to 
examine children’s development as it related to how they exercised resilience and successfully 
overcome obstacles in different stages of growth (Thieman, Henry, & Kitchel, 2012; Rutter, 
1987). In the contemporary research era, resilience theory has broadened to other fields such as 
leadership (Simmons, 2011), students’ grade retention (Lamb, 2013), and teachers’ retention (Gu 




& Day, 2007; Hong, 2012; Polidore, 2004). Given the challenges and/or difficulties encountered 
by international faculty members teaching in the U.S. classrooms, resilience theory served as a 
paradigm shift in the research history of education, opening up the path to discuss the academic 
success of international faculty as well as faculty retention in U.S. higher education.  
 In order to examine how resilience theory can be applied to international faculty in their 
classroom teaching, a brief review of the resilience concept must first be understood. The 
concept of resilience has been debated over the past decades in several fields, including 
developmental psychology and psychopathology (Hong, 2012). Yet, scholars have never come to 
a consensus on its definition (Carle & Chassin, 2004). When one considers the definitions from 
the previous argument on resilience research, resilience can be summarized as an innate ability 
and/or developmental process whereby an individual faces adversity in life experiences. 
Resilience is further defined as an innate ability that it is related to an individual’s personality 
traits or attributes (Block & Block, 1980; Davidson et al, 2005; Wolin & Wolin, 1993), and also 
as the capacity to rebound from adversity. The individual exercises resilience to empower 
himself or herself to persevere in the face of adversity.  
Moreover, in addition to the idea of being able to cope with adverse situations, Hassinger 
and Plourde (2005) defined resilience as the capacity to “overcome the most challenging 
circumstances” (p. 319). In a similar vein, but with a more thorough description, Brodkin and 
Coleman (1996) described resilience as the capacity to “develop coping strategies despite 
adverse conditions, positive responses to negative circumstances, and a protective shield from 
continuous stressful surroundings” (p. 28). On the other hand, other researchers argued that 
resilience “does not represent a personality trait or an attribute of the individual… Rather, it is a 
two-dimensional construct that implies exposure to adversity and the manifestation of positive 




adjustment outcome” (Luthar et al., 2000, p. 858). Taylor (2013) referred to Walsh’s (2006) 
definition and viewed it as an “active process of endurance and growth in response to 
challenges” (p. 1061). With respect to this process-related perspective, resilience was defined as 
a developmental process that is dynamic because of the interactive involvement of individual 
attributes with environmental circumstances (Egeland, Carlson, & Sroute, 1993; Luthar et al., 
2000).  
When the concept of resilience is applied in educational settings, it can be defined as the 
teacher educators’ capacity to “adjust to varied situations and increase one’s competence in the 
face of adverse conditions” (Gordon & Coscarelli, 1996; Masten, Best & Garmezy, 1990, as 
cited in Bobek, 2002, p. 202). More importantly, such teacher resilience is pivotal to teachers’ 
success in the classroom and is also a key factor in their career longevity (Bobek, 2002). On the 
contrary, as Gu and Li (2013) argued, it is multifaceted because it is role and context specific. In 
this regard, Gu and Day (2013) adopted Brunetti’s (2006) definition stating that teacher 
resilience “is not primarily associated with the capacity to bounce back or recover from highly 
traumatic experiences and events, but, rather, the capacity to maintain equilibrium and a sense of 
commitment, agency and moral purpose in the everyday worlds in which teachers teach” (Gu & 
Day, 2013, p. 26). In the current study, followed by abovementioned characteristics, teacher 
resilience is viewed as an important personality trait and a capacity to manage coping strategies 
to help teacher educators survive and thrive in the face of adversity, as well as finding a balance 
between lives and profession and their career commitment. 
Among all professions in the 21st century, the career of teaching is believed by many to 
be one of the most stressful (Kyriacou, 2000). It is true that teaching is a complex and 
demanding career (Gu & Day, 2007) because it not only requires language, knowledge, practices 




and applications, but also involves emotions, patience, attention, communication, interaction, just 
to name a few elements. All of these factors have led the teaching profession to face the potential 
problems of “adversity and sustainability” (Hargreaves & Fink, 2006, p. 16). In a teacher’s 
teaching journey, inevitably along the road, he or she will undoubtedly face adversity and such 
adverse situations will ultimately serve as catalysts for the creation of resilience (Bobek, 2002). 
The adversity a teacher faces in a teaching journey involves conflict and stress, which may lead 
to sleep and eating disorders, depression, numerous physical illnesses, and the loss of interest in 
teaching (Brooks, 1994; Linville, 1987). Hence, teaching circumstance dictate that teachers 
develop resilience (Bobek, 2002). Although the level of conflict and stress are varied from 
teacher to teacher and from context to context, this can present more challenges in the classroom 
to international faculty members, especially those who are from countries where English is not 
the first language as they constantly have to deal with cultural, linguistic, and pedagogical 
differences.  
According to Bobek (2002), a teacher’s degree of resilience is escalated “when he is 
capable of assessing adverse situations, recognizing options for coping, and arriving at 
appropriate resolutions” (Bobek, 2002, p. 202). Bobek (2002) cited Werner (1995) by 
emphasizing that “individual, familial, and environmental resources buffer the negative effects of 
life stressors” (p. 202). In Bobek (2002)’s study, she referred to and summarizes five vital 
resources for the development of resilience by teacher educators, focusing on how they can 
utilize these resources to survive and thrive through adversity. According to Bobek (2002), these 
resources are referred to as the following: 1) significant adult relationships; 2) a sense of 
personal responsibility; 3) social and problem-solving skills; 4) a sense of competence, 
expectations and goals, confidence, a sense of humor; and 5) a sense of accomplishment (p. 202). 




Resilience theory and its applicability   
 Resilience theory originated in different fields such as psychopathology, traumatic stress, 
and poverty (Garmezy, 1971; Rutter, 1979; Werner & Smith, 1982). The early research 
surprisingly revealed that children did not respond to severe life stressors with negative outcome 
(Thieman, Henry, & Kitchel, 2012; Rutter, 1987). The early research into resilience theory 
provided the base for broader research fields in the fields of education and psychology. Yet, 
research of resilience theory in adults and teachers is still in its earliest phase of investigation 
(Gu & Li, 2013). Most research has been focused on students’ developmental process, including 
both young and adult learners. The resilience research should also focus on teachers, in particular 
foreign-born faculty from a non-native English-speaking background, because they often face 
conflicts and stress, not only due to teaching-related factors, but also because they bring prior 
educational experiences from their home country to the U.S. classroom. All such factors can 
cause more challenges and difficulties in teaching.    
Polidore (2004) utilized resilience theory to study faculty of color in the educational 
setting. Their experiences were analyzed to generate themes that combined seven themes in the 
literature and one emergent from the interview data. The researcher formed a Theoretical Model 
of Adult Resilience in Education. Polidore’s (2004) resilience theory included eight peculiar 
components with reference to ecological and developmental perspectives. As indicated by 
Polidore (2004), the developmental perspective is viewed as the presupposition that “adults 
develop resilience over a lifetime through their relationships” (p. 25) and the presupposition of 
the ecological perspective is related to “how people adapt to external processes, such as their 
environment and the social mores of the time” (p. 25). The first component, religion, indicates 
the important role that religious beliefs play in influencing an individual’s life experiences, as 




well as how it serves as spiritual motivation that encourages individuals to respond to adversity 
positively (Polidore, 2004).  
The second component, flexible locus of control, is rooted in social learning theory by 
Rotter (1966). According to Polidore (2004), external locus of control is explained as an 
individual’s view of what may be attributed to external factors such as luck, fate or other’s 
power. As a result, individuals with external locus of control are unlikely to alter or modify their 
behaviors (Polidore, 2004). On the other hand, individuals with internal locus of control may 
attribute failures in life due to the person’s lack of ability or skills (Polidore, 2004). They are 
likely to alter or modify their behavior whether it is followed by negative or positive 
reinforcement. Walsh (1998) emphasized that “flexible use of each locus of control seems to be 
beneficial for resilient people” (cited in Polidore, 2004, p. 25).  
The third component, optimistic bias, indicates that individuals are capable of viewing 
adversity from a more positive perspective (Seligman, 1990). As stated by Seligman (1990) and 
Walsh (1998), more resilient individuals are capable of reframing “the problematic situations 
into something more uplifting” (cited in Polidore, 2004, p. 26). The fourth component, 
autonomy, indicates that resilient individuals are responsible for “their own thoughts, feelings, 
and actions” (Walsh, 1998, cited in Taylor, 2013, p. 1062). The more an individual is resilient, 
the more that person has the ability to manage his/her problems in the face of adversity 
(Polidore, 2004). The fifth component, commitment, describes the ability of resilient individuals 
to complete the activities they are engaged in as well as dedicating time and effort into the 
relationships they have with others (Polidore, 2004). 
The sixth component, change, is regarded as the pivotal characteristic in the study of the 
three African American female educators, who, during the desegregation of their schools, were 




capable of surviving and thriving in the teaching profession because of their capacity to view 
change as a positive process, which “seems to assist with building resilience over time” 
(Polidore, 2004, p. 27). The seventh component, positive relationship, is found to be apparent in 
resilient individuals’ lives because they are likely to “seek out or observe positive role models” 
(Polidore, 2004, p. 27) including family members, friends, peers and/or teachers. The final and 
eighth component, education is important, indicates that education should not be viewed as 
merely a concept “that one pursued personally or encouraged others to pursue”, instead, but, 
rather, education should be viewed as imperative because it represents “a way of life” (Taylor, 
2013, p. 1063). 
Although the concept of resilience has been examined with teachers in educational 
settings, the application of resilience theory within the relationships of faculty of color and 
international faculty in education has rarely been examined, except one study conducted by 
Polidore (2004). Polidore (2004) developed resilience theory as the main theoretical framework 
in his examination of three African American educators’ resilience and how that related to their 
job longevity. Another study conducted by Taylor (2013) replicated Polidore’s (2004) study by 
examining the characteristic personality of resilience of four African American female teachers. 
The increasing attention has been broadened and expanded to adults, especially in association 
with teaching profession; thus labeled as teacher resilience.  
Polidore’s (2004) framework was used in this dissertation research on international 
faculty’s teaching in the United States. Firstly, it highlights eight components of characteristics 
of resilience and its relationships with the academic career development. Secondly, the study’s 
examination of faculty of color as well as African American female faculty members can be 
applied to international faculty members who are residing and teaching in the United States, as 




international faculty members in this study may be immigrant faculty members and oftentimes 
may confront unequal treatment compared to their native counterparts. Neither the cultural 
background nor native language they share, the importance of context is focused.  
Taylor (2013) and Polidore (2004) conducted the study with African American female 
educators in a rural community before, during, and after desegregation in the American South. 
The study primarily focuses on the adaptation to significant adversities in the subjects’ teaching 
profession. The context in relation to international faculty’s teaching in the U.S. classroom can 
be challenging at times because they are facing multiple difficulties associated with teaching 
between they are faced with one set of expectations from their native countries and another in the 
United States. Thus, such transitions between the home country and U.S. educational contexts 
could lead them to feel vulnerable and stressed in their teaching profession. Calderhead (1991) 
contended, “the task of teaching exposes one’s personality in a way that other occupations do 
not” (p. 533). This is especially for a student teacher who is “constantly being watched” (p. 533). 
Therefore, they always receive both explicit and implicit feedback “about one’s performance of 
the task and also about oneself as a person” (p. 533).  
Through the lens of resilience theory, aspects contributed to international faculty 
members’ resilience development in their lived experiences of teaching could be examined, 
which were validated by Polidore (2004) and Taylor (2013). Resilience theory, as a theoretical 
framework, enabled the researcher to discover international faculty members’ lived experiences 
of teaching by attaining information and insights of their teaching experiences in the U.S. 
classroom. Their stories of lived experiences can be of great value, not only to international 
faculty, or faculty of color but also to other teacher educators with different genders, races and 
ethnicities, especially for the further discussion of teacher retention and job longevity. Questions 




that relate to the factors contribute to some teachers not remaining in the teaching profession 
long, while others stay for long periods, are worthwhile (Hong, 2012).  
Moreover, these questions are of great significance to administrators who seek to better 
understand international faculty members’ needs and unique experiences in order to design and 
implement programs effectively and successfully. Lastly, it is also pivotal for teachers to be role 
models for their students because they can show the resilient ability to their students in order to 
develop resilience (Gu & Day, 2007; Henderson & Milstein, 2003, as cited in Le Cornu, 2009, p. 
717).   
The exploration of two major theories (resilience theory and perezhivanie theory) in this 
section illustrated significance and its connection to international faculty members’ lived 
experiences of teaching in the United States. Perezhivanie was first discussed in Vygotsky’s 
three scholarly work which indicated an individual’s development is associated with his or her 
emotion, personality, and environmental characteristics. Vygotsky’s conceptual notion served as 
a crucial lens in examining international faculty members’ multifaceted nature of teaching 
especially in what way they managed to mediate the difficult or challenging situations in 
teaching. Resilience theory was examined through the discussion of the definition, important 
elements, and its applicability in relation to the focus of the paper. Polidore’s (2004) eight 
resilient components served as a vital source in inquiring into international faculty’s capacity to 
thrive and survive in the adverse situation in teaching as well as the ongoing process in 
developing resilience.  




Review of Studies on International Scholars’ Difficulties in the U.S. Classroom 
International faculty’s teaching experiences  
Researchers (Moody, 2004; Robinson, 2003) underscored the benefits of recruiting 
international faculty members at U.S. universities and colleges, stating that such scholars can 
help “…increase diversity and cultivate multiculturalism among their faculty and students,” and 
that “…the experiences, perspectives, and contacts international faculty bring to their institutions 
can be great assets” (Foote, 2013, p. 184).  Nonetheless, international faculty remains “an 
invisible minority” on U.S. campuses (Foote, Li, Monk, & Theobald, 2008; Gahungu, 2011) due 
to the scarcity of empirical studies and need for more research attention on the part of academe. 
Faculty members with different cultural backgrounds and educational experiences in teaching 
face difficulties in the United States that are typical of those that occur on campuses in general. 
These include those inside and outside the classroom. This study centered on the difficulties 
related to teaching in the classroom. Without doubt, they also face other challenges, such as 
loneliness/isolation (Lee, Lim & Kim, 2017), and the difficult process of getting citizenship 
(Varma, 2010), among others, but these variables are beyond the scope of this study.  
Based on existing empirical studies, the difficulties international faculty members faced 
can be grouped as 1) language-related issues, 2) cultural differences in classroom behaviors, 3) 
academic standards and grading systems, and 4) course expectations. The next section discusses 
difficulties perceived on the part of both international faculty members and their students.  
Linguistics-related issues. One issue discussed most often is accented English, and its 
association with pronunciation. According to Richards, Platt, and Platt (1996), accent is a unique 
way that individuals sound, indicating that the differences in such sounds depend on an 
individual’s cultural background. International instructors’ different accents lead inevitably to 




their unequal treatment in employment, especially in the field of English language teaching 
(Maum, 2002).  
Several studies have provided anecdotal evidence of difficulties that international faculty 
members encounter with respect to how they perceive their foreign accent in the U.S. classroom. 
Alberts (2008) studied the influence of international faculty members’ “foreignness” with respect 
to the challenges they face and the forms of support they received from academic institutions or 
colleagues that they believed were most helpful in helping them cope with such difficulties. A 
total of twelve members in the field of geography in both small and large universities were 
interviewed. The international faculty members in the study did not mention their concerns 
regarding their accent often, but they did express concerns about their ability to express 
themselves and to be understood. For example, international faculty members were concerned 
about their ability to convey meaning in the way they intended. However, these concerns did not 
appear to be long-term problems. 
One study of Chinese faculty members revealed their language difficulties (Seagren & 
Wang, 1994). They interviewed five male Chinese professors to explore the extent to which they 
were marginalized in teaching in the United States. The results showed that the participants often 
struggled to understand others and express themselves because English was their second 
language. Moreover, these language barriers caused their U.S. colleagues to discriminate against 
them (Seagren & Wang, 1994). In addition, Gahungu (2011) pointed out that other challenges 
that international faculty members might face are the ability to use linguistic idioms and other 
paralinguistic items.    
Alberts et al. (2013) explored the effects of non-native English-speaking instructors 
(NNIs) who spoke accented English in class through a quantitative survey. The data was 




collected from six universities and institutions in the Midwestern United States of different sizes, 
including two large research universities, two midsized state universities, and two private 
institutions. The researchers surveyed geography NNIs who were in the early stages of their 
careers and obtained 44 relevant responses designed to solicit their opinions of their English 
proficiency and degree of accented speech, and experiences regarding the effectiveness of their 
teaching strategies. The results from the NNIs were inconsistent with those of their students. 
Nearly equal numbers of NNIs reported that they wrote and spoke the same as did native 
speakers, while another group of NNIS responded that, although they felt very comfortable using 
English in writing and speaking, they did struggle at times.   
Compared to the responses from the international faculty members, research has revealed 
that student respondents seemed to have more to say about their international professors’ 
accented speech. Not surprisingly, in Alberts’ (2008) study, the results of language issues based 
on the students’ responses revealed that “…foreign accents were the largest area of concern” (p. 
192). With respect to international faculty members’ accents, students’ attitudes played a 
decisive role. Two groups of students reported different answers, both negative and positive, 
depending on their attitudes. For example, one student mentioned that “students are not exposed 
to accents enough” (p. 193), and another reported that a different accent made it difficult for him 
to understand international faculty at the beginning, but the problem disappeared after he 
adjusted to it. Moreover, other students highlighted that it is important to cope with diversity in 
the real world, that the particular accent enabled them to connect certain languages, and that 
different accents help them stay focused in class. In addition, Kavas and Kavas (2008) concluded 
that, although accented speech seemed to bother students initially, they adjusted to it after the 
second or third semester, a result consistent with that of Alberts (2008).  




A study conducted by Alberts et al. (2013) surveyed 285 students in undergraduate 
human geography classes. The survey included three major sections: general demographic 
information, their attitudes about NNIs, and their actual experiences with them. The results 
revealed that an equal number of students reported that they had a difficult time understanding 
NNIs and that they were not hard to understand. Moreover, a significant percentage of the 
participants (88.7%) reported that they were able to understand NNIs even if they had 
perceptible accents. Further, nearly half of the students reported that they enjoyed their NNIs’ 
foreign accents and 93% acknowledged the contributions their NNIs might make because of their 
different international perspectives.  However, 23% of students reported that they were sensitive 
to, and had difficulty handling the harsh comments/critiques their NNIs made about the U.S. The 
researchers argued that unequal numbers of students believe “…accented English is associated 
with poorer teaching skills or a weaker academic background” (Alberts et al., 2013, p. 213).  
They concluded that the existence of communicative challenges is a bidirectional process 
because it requires “…the effort of students and instructors” (Alberts et al., 2013, p. 213). 
 The studies in this group investigated linguistics-related difficulties that international 
faculty members had encountered in the U.S. classroom. First, the issues that were reported from 
the international faculty members includes: being able to convey what they wanted to say and 
being understood, having difficulty to understand others, and having the ability to use linguistic 
idioms and paralinguistic items. The findings showed that international faculty members were 
not concerned about their accented English but rather, were challenged by the degree of being 
comprehensive and expressive. Second, in comparison to international faculty members’ 
perceptions, students reported the accented speech had made the instruction hard to understand. 
Students also reported the fear of harsh comments or critiques from their international faculty 




member but recognized the different international perspectives they bring to the instruction. The 
studies in this group had identified self-perceived and student-perceived difficulties international 
faculty members had encountered. The data was collected through interviews and surveys. By 
analyzing these studies, it appeared that difficulties perceived from international faculty 
members and students sometimes may not be consistent. Since foreign accent is difficult to 
change or improve in a short period of time, it seems that on the one hand, students need to be 
trained to be exposed and adapt themselves to the diverse accents, and on the other, international 
faculty members should implement other strategies to increase the comprehension of the 
instruction.    
Cultural differences in classroom behaviors. Found as the second greatest difficulty 
international faculty members face (Alberts, 2008; Collins, 2008), cultural differences apparent 
in the classroom include the roles between youngsters and elders, informal and formal methods 
of address between students and professors, different treatment of female and male professors, 
and informal and formal classroom behaviors.  
A qualitative study conducted by Collins (2008) examined challenges international 
faculty encounters at U.S. universities. The data was gathered through surveys of two groups of 
international faculty members: one was comprised of all international faculty members who 
taught geography, but at different universities, and another taught various disciplines at the same 
university. The faculty came from China, India, Croatia, and Egypt, while others came from the 
countries in which English is the first language, such as Australia, Canada, and the U.K. (Collins, 
2008). They reported that their cultures resulted in a variety of differences in world-views, 
familial relationships, religious and political beliefs, expectations, and social and cultural 




conventions. For example, the American style is more informal than that in their home country 
with respect to social and professional relationships.   
In addition, international faculty also reported that different religious beliefs caused 
challenges in class. One faculty member mentioned that students in the class commented about 
his opinions of the greenhouse debate and the Kyoto Protocol. He stated, “The American 
president [had] prioritized economic over environmental concerns in not ratifying the 
agreement” (p. 183). Students responded, “This interpretation represented a general criticism of 
the nation by a foreigner, rather than an assessment of a position on a specific policy” (p. 183). 
Similarly, Alberts (2008) reported the dilemma of whether or not to express their opinions in 
class, especially about sensitive topics related to politics or current events, as many international 
faculty members reported that American students can be aggressive and unfriendly if they 
criticize the United States.  
Another qualitative study conducted by Gahungu (2011) focused on various issues 
international faculty members perceived in the United States, including those inside and outside 
the classroom. Eight faculty members participated in the study and data was collected via e-mail 
and telephone interviews. All faculty members had attended a university in their home country, 
and all were employed in higher education in the United States when they were interviewed. The 
results revealed that difficulties and challenges derived from cultural differences, different 
classroom behaviors, roles between youngsters and elders, and gender discrimination.  
Similarly, international faculty members who participated in Alberts’ (2008) study reported that 
the students in their classes showed disrespect by doing other unrelated things such as sleeping, 
reading other unrelated texts or being absent in class. 




Moreover, different cultural backgrounds influenced international faculty members’ 
opinions when students questioned them in class. For example, while African and Asian faculty 
members found “questioning the professor” inappropriate, European professors were glad to see 
students challenge them because it is “a sign of independent thinking” (p. 196).  Similarly, Foote 
(2013) found that international faculty members experienced a sense of culture shock, reporting 
that it was disturbing to see American students eat and place their feet on the table during 
lectures. In contrast, Asian students were far politer, did not eat or drink during lectures, and 
tended to be quieter and more attentive (Foote, 2013). Foote (2013) also discussed American 
students’ stereotypes and preconceptions about international faculty and argued that they “…may 
make assumptions about the training, competency, and experience of a faculty member based 
upon nation of origin.” (p. 188). International faculty members in this study considered incivility 
in the classroom the most difficult behavior, and sometimes described racist or sexist factors.   
These results are consistent with those of other studies as well (e.g., Alberts et al., 2010), 
and Foote (2013) indicated that “…foreign-born faculty, women, and faculty of color tend to 
experience far more classroom incivilities than do their domestic counterparts” (p. 188).  
Sometimes students make assumptions about international faculty members’ backgrounds and 
that they “…portray life and opinions in their home country in ways that are prejudiced or 
biased” (p. 188).  
Foote (2013) argued that these issues have advantages and disadvantages, and that, in 
addition to the latter, a positive aspect is that international faculty members can use them to their 
advantage by providing students different, and more international perspectives. He agreed with 
Alberts (2008), stating that such “…foreignness can be viewed as a teaching resource and as a 
means of offering contrasting perspectives and information” (p. 189), especially in the field of 




geography. Foote (2013) argued that abovementioned issues are related to implicit knowledge 
and are considered a hidden curriculum and one of the ways that international faculty can master 
it is to make “…explicit the implicit norms of academic life” (p. 192).  
Studies have examined the interactions between students and international faculty 
members. Students in Alberts’ (2008) study held different views about international professors’ 
interactions in the classroom. The results showed that approximately 10% of students recognized 
that international professors interact with students differently and have different teaching styles. 
Some students perceived these differences positively, while others found it difficult to adapt.  
Although students reported that international faculty members teach and interact differently, 
there were no examples provided in regard to their actual experiences (Alberts, 2008).   
Further, Wang (2000) conducted a study designed to explore American students’ rapport 
with their foreign non-native college instructors (FNCIs) and the relation between rapport and 
their teaching effectiveness. Structured interviews were employed with 49 undergraduate 
students in a communication research methods class. The results showed that most American 
students appeared to be anxious and worried when they first realized that their instructor was a 
non-native. However, they reported that their fears disappeared when their FNCIs showed their 
ability and competence in teaching. Moreover, 38 of 49 students had been taught by a FNCI 
more than once, and almost all reported that their experiences were “…fine, positive, rewarding, 
beneficial, learned a lot, and good and solid” (p. 38), except one student who gave an average 
rating by stating that the FNCI “could be better” (p. 38). In addition, most students agreed that 
the passion their FNCIs have for their students and the subjects they teach must be 
interconnected. Most students reported that they had a very positive experience and they related 
the FNCIs’ more effective teaching to their capacity to relate themselves to the instruction and 




students. Therefore, Wang (2000) concluded that it is important for FNCIs to understand 
American culture well, because it will increase mutual understanding and help them become 
more effective teachers.  
Further, in an examination of American undergraduate students’ perspectives, Hsu (2014) 
interviewed 22 students with respect to their experiences taking classes with non-native English- 
speaking (NNES) instructors. Students had various majors, including engineering, education, 
physics, communication, and finance, and were female and male Caucasian Americans. Students 
were asked about what they liked and did not like when they took courses with NNES teachers. 
The results revealed that they liked to take courses with NNES teachers because they are patient 
and do not hesitate to help; this included both classroom instruction and office hours. In addition, 
when they were asked to share details of the experiences they did not like, while some students 
in engineering and math reported that they had no problem at all taking classes and 
understanding NNES instructors, and most indicated that accented English made instruction a bit 
more difficult to comprehend, but it disappeared after they got used to it. Moreover, some 
students reported that they had a hard time communicating with NNES teachers. Hsu (2014) 
concluded that disrespectful behaviors students directed to non-native instructors might be 
attributable to their lack of patience and failure to communicate. 
 The studies in this group investigated difficulties related to cultural differences in the 
classroom that international faculty members had encountered. The self-perceived difficulties 
from the international faculty members are: cultural differences in various perspectives, incivility 
in the classroom, racist or sexiest factors, stereotypes and preconceptions. Cultural differences 
had made international faculty members difficult in making decisions whether or not to express 
their opinions especially sensitive topics. Moreover, student-perceived difficulties include being 




fearful of taking classes taught by international faculty members and having difficulties in 
understanding their accented English. However, students reported that they became used to 
foreign accents after they adapted to it. Students also reported international faculty members are 
willing to help.  
By analyzing these studies, it appeared that students’ attitudes and incivility in the 
classroom are decisive factors in determining their learning progress and outcome. The results 
showed that they were able to adjust and adapt themselves to foreign accents if they make 
efforts. That is, accented speech should not be treated as an obstacle, but rather, a learning 
opportunity for them to become accustomed to diversity. Furthermore, cultural differences 
between international faculty members and students appeared to be challenging in the classroom. 
Such relationship is bidirectional and should not solely rely on one-sided efforts.  
Academic standards, grading systems, and course expectations. Several studies have 
investigated the difficulties international faculty members have that are associated with academic 
standards and systems. In Alberts’ (2008) study, most international faculty members reported 
that testing in the United States differs from that in their home country. Multiple-choice 
examinations are the most common way to test students’ learning outcomes in the United States, 
while essay and oral exams prevail largely in international faculty members’ home countries 
(Alberts, 2008). For example, a European professor had to learn how to write questions properly 
and it took time to adjust to this difference. Moreover, all international faculty members in the 
study reported that their U.S. students had limited background knowledge, indicating that they 
lacked the basic knowledge in geography that they were supposed to have learned in high school.   
Further, international faculty members mentioned that it also was difficult for them to 
adjust to different attitudes about learning and grades. For example, one European professor 




commented that American students often thought they deserved a good grade because “…they 
devoted a certain amount of time to an assignment or studying for a test” (p. 196). Three 
international faculty members stated that they had students tell them that they paid for their 
education and so they deserved a good grade. Six international professors even reported that 
students would try to bargain for extra points to make up grades if they did not perform well in 
their submitted assignment or tests. 
  Other studies have addressed expectations of courses from the students’ perspectives. 
Alberts (2008) reported that students fear that international faculty expect more from them, and 
stated, “students with foreign professors may fear the type of work they have to do” (p. 195) and 
“being graded on a higher level” (p. 195). Students who did not want to work hard to get grades 
tended to avoid international faculty members’ courses; however, although they were concerned 
about high expectations and different teaching styles, Alberts (2008) pointed out that students 
were unable to provide any examples of such experiences. Thus, it is hard to determine whether 
international faculty members’ different educational experiences in other countries, their 
personalities, or beliefs result in different teaching styles.  
In addition, McCalman (2014) developed a pilot study to explore teachers’ perceptions 
and experiences with respect to their preparation for the multicultural classroom in the United 
States, including intercultural pedagogy, multicultural classroom dynamics, and interpretations 
of learned concepts. A total of 20 female students were interviewed, all Caucasian except for one 
Hispanic American female who was studying for an English as a Second Language (ESL) 
certificate. Random sampling was adopted, and data was collected during three semesters in 
conversations with students and assignments in an online course McCalman taught. Two main 
themes emerged from the results: first, course expectations and applications. Student teachers 




“…commented on ethnic compositions of their ESL classes: Taiwanese, Vietnamese, Indians, 
Pakistanis, and Hispanics” (p. 77). Surprisingly, the results revealed that 70% of student teachers 
found their students’ cultural values associated with hierarchy and authority, and believed it was 
useful to have contact with people from other parts of the world because it roused their curiosity 
and made them feel more excited, and at the same time, led them to appreciate the differences 
among cultural values (McCalman, 2014). Moreover, student teachers reported positive 
expectations in relation to “intercultural training[’s] effect on their teaching, professional, 
personal lives” (p. 78). Second, with respect to teaching and intercultural competence, some 
student teachers reported that they were very satisfied with “the self-accomplishments and the 
accomplishments of their ESL students” (p. 78). On the other hand, others reported that they 
were apprehensive, uncertain, and anxious. McCalman (2014) concluded that student teachers in 
her study “unanimously reported that pursuing this certification was a smart decision” (p. 79) 
because they want to be better teachers, and the intercultural course they took “made them aware 
of the roles culture and language play in communication” (p. 79).  
 The first study (Alberts, 2008) investigated the difficulties related to academic standards 
and grading systems that international faculty members had encountered. The issues that were 
discussed includes: differences in testing between the United States and their home country, 
limited background knowledge students have, and the difficulty to adjust to different attitudes 
about learning and grades. The study identified self-perceived difficulties from the international 
faculty members. Evidence from this study only provides a partial view from the international 
faculty members, that is, evidence of the student-perceived difficulties was lacking. Thus, the 
results cannot be generalized since it is only from one study.  




Studies, which have investigated course expectations resulted in difficulties, are scarce. 
The findings in this group only revealed the student-perceived difficulties, and lack of the 
anecdotal evidence. To further determine, more examples from students’ voices are needed in 
order to identify what and which personal, cultural, and educational experiences international 
faculty members have result in different teaching styles. Moreover, the study (McCalman, 2014) 
did not investigate whether demographic factors such as years of residence and teaching in the 
United States may result in the differences leading to changes among international faculty 
members. More anecdotal evidence from international faculty members’ sharing of experiences 
in which how their perceptions have changed in the road to tenure will possibly show the 
progress how they have adapted and adjusted. 
In conclusion, empirical studies have provided anecdotal evidence that international 
faculty members who teach in a foreign context inevitably will face difficulties. This is true not 
only for those from countries in which English is considered a second language, but also for 
those from countries in which English is considered the first language. The studies showed that 
pedagogical, social, cultural, and linguistic differences are the primary factors that lead to the 
difficulties international faculty members experience while teaching in the United States. 
Moreover, existing studies have found disparities between the voices of students and 
international faculty members. On the one hand, students’ attitudes determined the way in which 
they view their international faculty members, and on the other hand, faculty members were 
more likely to report positive perspectives so they would not appear to be bad.  
Further, very few studies have considered the diverse population of students in the United 
States and have failed to compare the different perspectives of U.S. and international students. 
Nonetheless, most studies collected data from the field of geography, while only a few were 




collected from communication studies, counseling, psychology, and one ESL certificate course. 
Little was found with respect to other disciplines, especially those in the education field. 
Moreover, little research has reported the association between international faculty members’ 
years of teaching and their adaptation in the United States, as years of teaching experience might 
be related causally to academic success and job retention.   
Review of Studies on Forms of Mediation Used to Cope with Difficulties 
While the sections above described the existing research on difficulties international 
faculty and students perceived in the U.S. classrooms, the second category discussed the need to 
identify the different strategies used to cope with difficulties that also is imperative in their 
academic development. Seneca, the Roman philosopher, believed that teaching and learning are 
inseparable and stated, “While we teach, we learn.” No single teaching method or approach is 
perfect if it is applied in isolation, because students differ in many ways, including age, 
personalities, gender, learning styles, learning abilities, prior knowledge, and demographic 
backgrounds. Therefore, students’ needs must be considered when developing curriculum. The 
experience of coping with difficulties facilitates international faculty members’ professional 
growth in teaching.  
Sarkisian’s (2006) book entitled, Teaching American Students: A guide for International 
Faculty and Teaching Assistants in Colleges and Universities served as a manual for 
international faculty and teaching assistants. Sarkisian was inspired by his work experiences with 
international faculty and teaching assistants at Harvard’s center. He saw them face obstacles 
because of their unfamiliarity with American culture that made it difficult to communicate with 
students. The book addressed special issues, including assumptions that affect teaching in the 
American classroom, presented some important guidelines to bridge the gap between faculty and 




students, and provided tips for giving presentations, leading discussions, engaging in nonverbal 
communication, and even suggestions for designing syllabi. The book provided excellent 
guidance and assistance for international faculty members and teaching assistants, especially 
those who have arrived recently and are in the early stages of their careers in U.S. academic 
institutions. 
In addition, based on extant research, forms of mediation that international faculty 
members have used to cope with difficulties can be divided into: 1) institutional help, such as 
orientation programs, an international office, assistance from department chairs or mentors; and 
2) individual efforts, including strategies to cope with language issues, become familiar with 
technology tools in the classroom and the U.S. grading system, and strategies to avoid 
confrontation and have better interactions with students.  
Individual efforts 
Individual efforts involved strategies international faculty members employ in teaching to 
improve their teaching experiences, such as enhancing communication (Alberts et al., 2013), 
building rapport, and demonstrating knowledge to increase credibility (Zhang, 2014). Further, 
individual efforts included seeking help from other resources on their own, such as by 
networking (Kim et al., 2014).  
Alberts et al. (2013) listed strategies that help enhance communication between students 
and their international faculty members. These include raising hands, speaking more slowly, 
writing out notes, correcting mistakes, and nominating a specific student to stop the professor if 
the student thinks that other students need to have certain words clarified further. From the 
perception of international faculty, the most effective strategy is to ask students to raise their 
hand if there is anything, they do not understand that needs to be clarified. The vast majority of 




students indicated that this strategy is valuable. The second most effective strategies are speaking 
slowly and writing out notes for students, which students also agreed were effective. Notably, 
reports about writing out brief or extensive notes for students differed somewhat. The majority of 
international faculty members regarded writing brief notes as a very effective strategy, although 
some held different views about writing extensive notes, possibly because of the overwhelming 
amount of information that needs to be conveyed. The last two strategies, correcting international 
faculty members’ mistakes, and nominating a specific student to stop the faculty member if he or 
she thinks other students are unable to understand some words, were less popular among 
international faculty because of authority and embarrassment. Alberts et al. (2013) argued that 
improving communication between students and international faculty overall is a “two-way 
process” that entails “the efforts of students and instructors” (Rao, 1995, cited in Alberts et al., 
2013, p. 213). 
Zhang (2014) listed strategies to help international faculty members build rapport with 
students and demonstrate knowledge that enhances their credibility in an oral performance 
course. Zhang (2014), a Chinese female faculty member with experience teaching in China and 
the United States, used personal narratives as rich texts for auto-ethnographic analysis to reflect 
on her own teaching experiences. She indicated that the factor of cultural differences contributes 
to students’ perceptions of being unsuccessful in classes taught by international faculty. Because 
of the features of individualism, low power distance, and critical thinking in the U.S. culture, 
students fear public speaking, and are more apprehensive if their instructor is from a different 
country. Consistent with the previous research discussed, the utmost concern, not surprisingly, is 
accented English.  Frequently, students view accented English as “less credible” (Lev-Ari & 
Keysar, 2010, cited in Zhang, 2014, p. 30), and believe that it reflects “a lack of intelligence and 




ability” (p. 30). Moreover, the professor’s ethnicity also influences his/her credibility. Zhang 
(2014) indicated that international faculty members’ different appearance and accent elicited 
student prejudice and discrimination compared to Caucasian faculty. Two groups of strategies 
she considered of paramount importance in helping international faculty increase credibility and 
achieve teaching effectiveness were: 1) establishing rapport, and 2) demonstrating knowledge.  
Similarly, Hsu (2014) argued that being open and responding positively are critical in 
improving students’ learning and receiving positive course evaluations. In addition, she 
recommended that non-native instructors use confirmation behaviors to help change the 
relationship and build rapport with their students. Moreover, according to Zhang (2014), clear 
presentations of material also play an essential role. For example, she suggested that 
international faculty be open and candid about students’ rudeness with respect to their foreign 
accent. Rather than viewing it negatively, a better way is to improve students’ perceptions and 
set accent aside as a hindrance. In addition, she highlighted the importance of relevant 
knowledge including knowledge that non-native speakers learn rarely in English textbooks in 
their home country, such as idiomatic expressions, slang, and colloquiums. She shared her 
personal experiences and stated that she learned these expressions from American TV shows or 
conversations with native speakers. She also considered it important for international faculty to 
understand nonverbal codes, such as haptics and kinesics, because they differ in China and the 
United States. In addition to linguistic abilities and nonverbal codes, she indicated that it is 
important for international faculty members to familiarize themselves with American culture, 
including information about sports and other student interests. She argued that students’ 
perceptions of international faculty oftentimes are unrelated to the title or rank, but to their 
relationship with the faculty instead. Finally, learning new technologies also can increase 




credibility. This is true especially we live in a technological era and knowledge of digital 
equipment lends versatility to lectures.  
Similarly, Gahungu (2011) suggested that international faculty members, especially those 
who have arrived recently, equip themselves with technology skills in the classroom, inclusive of 
“computers, whiteboards, overhead projectors, and others” (p. 17). In particular, some strategies, 
such as writing down the concepts or words students find difficult to comprehend on the board 
and developing handouts that summarize the content of the lecture, are considered to be 
effective. Further, international faculty members should recognize their role in students’ 
learning, that “students have access to other resources beside instructors” (p. 18). The best 
technique is to allow students to initiate most communication during the lecture, as this is 
regarded as “an effective technique to involve students in the lesson and it is easier for the 
students to understand” (p. 18). Next, international faculty can “paraphrase or elaborate on their 
answers” (p. 18) at the end of the discussion. In addition, Gahungu (2011) indicated the 
conception of self-sense, known also as identity, that international faculty should possess, 
indicating that international faculty “must reconcile with a new concept of status” (p. 18). For 
example, it is acceptable for American students to talk back and be “blatantly honest” (p. 18). 
Owing to the complexity of American classrooms, including various learning styles and diverse 
types of students, international faculty members “must take the time to adjust both his/her 
attitude to teaching, but also his/her rapport with the campus community” (p. 18), which echoes 
Zhang’s (2014) recommendation mentioned earlier in this section. Notably, the most challenging 
task for international professionals, especially those who come from developing countries, is to 
familiarize themselves with the U.S. educational system, and “accept a paradigm shift from 




prescriptive, teacher-centered teaching to a pluralistic model of learning where abundance of 
resources allows for greater credibility cross-checking” (Gahungu, 2011, p. 19).   
In addition, being able to navigate the web is another convenient and fast means to 
receive help as Alberts (2008) argued that a related network could be a platform “for exchanging 
ideas and getting support” (p. 202). Most importantly, international faculty members should view 
their foreignness as an asset rather than an obstacle to students by showing them their efforts to 
use strategies to enhance communication in the classroom (Alberts et al., 2013); further, Alberts 
(2008) contended that international faculty members need to “capitalize on their foreignness 
whenever possible” (p. 202), as they can use their backgrounds as a teaching resource, especially 
in the field of geography. For example, they can “insert examples from their home countries or 
provide different perspectives on issues” (p. 202).  
Moreover, in a study conducted by Kim et al. (2014), coping strategies Asian women 
faculty (AWF) shared included “efforts to work harder, use of nonverbal communication 
strategies and humor, and seeking support through professional organizations and networks with 
professionals in their respective home countries” (p. 158). In addition, most AWFs felt that it 
was important for them to increase the level of their sense of authority and credibility. Kim et al. 
(2014) concluded that AWFs in counseling and psychology disciplines experience unique 
challenges, coping strategies, and rewards, and argued that the findings of this study can be of 
great value for Asian international students and faculty, and higher education institutions in the 
United States.  
The studies in this vein identified coping strategies related to individual efforts 
international faculty members may adopt and employ which include strategies that: 1) help 
enhance communication; 2) build rapport and demonstrate knowledge; 3) exchange ideas and 




gain support through a network; 4) use foreign backgrounds as a teaching resources; 5) increase 
the self of authority and credibility; 6) understand the new status in academia; and 7) equip 
themselves with technology skills.  
The studies in this group lacked anecdotal evidence because the findings were 
self-reported which were more similar to suggestions rather than empirical evidence. To further 
determine the effectiveness of strategies, future studies need to gather more anecdotal evidence 
from international faculty members. In addition, studies in this group did not investigate if 
demographic factors may influence their choices of coping strategies. For example, years of 
residence or teaching may have direct influence to the choices of coping strategies of faculty 
members. The future studies need to examine the faculty members from different positions and 
various disciplines in which how they have progressed and adapted. It will be interesting to find 
out in what way and why they have changed or not.  
Institutional support 
In addition to international faculty members’ individual efforts, another body of research 
has reported the importance of receiving institutional support. A study conducted by Foote 
(2013) explored the effect of institutional support and mentoring international faculty members 
received and their contribution to academic success. Foote (2013) used data collected from 
workshops and demonstrated that international faculty members’ experiences in academia 
differed from those of their American-born counterparts. These experiences included “their legal 
citizenship status, how curricula and courses are organized in U.S. universities, who is in charge 
and how decisions are made within their institutions, and challenges of sustaining personal and 
family lives far away from their home countries and communities” (p. 182). While international 
faculty members reported that they did experience disadvantages at work because of their 




foreignness, they also agreed that it brought benefits. With respect to curricular challenges, Foote 
(2013) argued that issues other than accented English should be taken into consideration “in 
helping international faculty succeed in American higher education” (p. 188). Referring to 
Alberts (2008), these issues include “how courses and degree plans are organized, the types and 
levels of interaction encountered in the classroom, expectations regarding workload and grading, 
and assumptions regarding advising and interaction outside the classroom” (Foote, 2013, p. 188).  
Foote (2013) concluded that institutional support and mentoring are vital in helping them 
“transition into new academic settings,” and it is “a global issue that needs to be addressed more 
systematically worldwide, not just in the United States” (p. 195).  
In addition, several researchers (Alberts, 2008; Alberts, Hazen, & Theobald, 2013; 
Gahungu, 2011) have argued that seeking help from a mentor can be significant in international 
faculty’s academic achievement. International faculty members can search for a mentor among 
their departmental colleagues. A more experienced minority faculty member, in particular, is 
considered extremely helpful, as he or she also has gone through the same or similar process. A 
mentor needs to be able to provide information and respond to international faculty members’ 
questions (Alberts, 2008), and a good mentor can benefit international faculty greatly in various 
ways. First, his or her assistance helps international faculty members become familiar with 
strategies that improve their communication considerably (Alberts, Hazen, & Theobald, 2013).  
Second, a mentor serves as a resource from whom international faculty can learn. International 
faculty can become accustomed to U.S. culture, for example, by observing a colleague’s lecture 
and learning about the rules of U.S. academe (Gahungu, 2011). More significantly, a mentor’s 
assistance can ease their transition to a new education system and environment (Alberts, 2008).  




Foote (2013) also highlighted that it is important for institutions to support international faculty 
because this population has been growing rapidly and reflects the “growing globalization” in 
higher education (p. 183). Further, “they will be vital to sustaining and improving the quality of 
American higher education in coming decade” (p. 183). However, Foote (2013) argued that it 
seems to be impossible for academic institutions to provide comprehensive recommendations or 
clear guidelines to support and mentor international faculty because of the complexity and 
diversity of a population that comes from different parts of the world. Rather, Foote (2013) 
suggested, higher education institutions should be attentive to issues, supportive, and helpful 
whenever international faculty members experience challenges and difficulties.  
U.S. peers and administrators play an influential role in international faculty members’ 
development, especially during the first several years of their careers (Foote, 2013). Department 
chairs are considered to be one of the most influential as they are responsible for the entire 
faculty cohort’s academic development and establishing them in the department’s culture 
(Theobald, 2007). Similarly, Gahungu (2011) argued, it is of paramount importance that U.S. 
students, native colleagues, and administrators support international faculty members who “have 
gone through [a] rigorous selection process to come to U.S. campuses” (p. 19). They are 
“generally part of a global plan coordinated at the federal level to rejuvenate and diversify the 
academy” (p. 19). Therefore, students, American colleagues, and administrators should 
acknowledge, “accents and other idiosyncrasies are not what to [sic] define the role of faculty” 
(p. 19), because “their academic discourse will take a while to adjust to the U.S. educational 
system” (p. 19), while “their accents may never” (p. 19). As Gahungu (2011) contended, such 
adjustment is a slow process that does not occur overnight, and must engage both parties, that is, 
institutions and international faculty.  




 The studies in this group investigated coping strategies related to institutional strategies 
that international faculty members had adopted and employed. The related strategies are: 
mentorship and support from department chairs as well as their U.S. colleagues and students. 
The findings identified that mentorship plays a crucial role in international faculty members’ 
professional development and receiving support from their U.S. colleagues and students is 
considered to be crucial. However, the studies lacked anecdotal evidence for the reason that most 
results were self-reported. Only one study was from the sharing of experiences of international 
faculty members (Foote, 2013), while others were more like recommendations and suggestions. 
To determine the reliability of findings, future studies need to gain more anecdotal evidence 
from international faculty members. In addition, future studies need to consider collecting data 
from different perspectives such as colleagues, and mentors to further provide and validate 
coping strategies in international faculty members’ professional development in academe.  
Foreign-Born Asian Scholars in U.S. Higher Education 
Few studies have been conducted on foreign-born Asian faculty in U.S. higher education. 
In addition to common language-related issues, foreign-born Asian scholars have been discussed 
from two main perspectives, cultural adaptation from the native culture to the target culture, and 
negotiation of dual identities.   
The first group of studies examined these scholars’ academic experiences in U.S. 
institutions with special attention on their cultural adaptation. For example, Leong (2015) 
attempted to explore acculturation issues that international students encountered to understand 
their academic experiences at a U.S. college. Eleven students were interviewed, seven of whom 
were from China. The findings showed that the students in the study faced multiple acculturation 
issues, including language barriers, cultural differences and misunderstandings, social concerns, 




and financial challenges. Compared to students from other countries, Chinese students 
specifically encountered more academic and social difficulties.  
Antoniadou and Quinlan’s (2018) study interviewed twenty foreign-born academics from 
thirteen diverse cultural backgrounds to explore their emotional experiences when they faced 
challenges during acculturation. Specifically, the Asian participants included three from China 
and one from Hong Kong. The participants had full-time teaching or research positions at a U.K. 
university at the time of the interview. The findings showed that participants attempted to work 
hard to make changes or adapt to aspects of their new environments that challenged them, and 
acculturation was not linear, but an ongoing process that occurred and reoccurred during various 
stages. The researchers concluded that the acculturation process is bidirectional, in that 
participants felt they were valued and played a significant role in improving their department.  
In Brunette, Lariviere, Schinke, Xing, and Pickard’s (2011) study, Chinese students from 
a mid-sized Canadian university were interviewed to explore physical activities’ effect on their 
acculturation process. The findings revealed four themes, including communicating, the 
Canadian environment, belonging, and keeping fit and having fun. Moreover, three 
recommendations were made, increasing accessibility to information and activities, addressing 
on-campus housing issues, and increasing more spaces and alleviating application deadline for 
on-campus housing.  
Brunton and Jeffrey’s (2014) study included interviews with 196 international faculty and 
students in a New Zealand university to explore cultural concepts they perceived were 
meaningful and relevant in their acculturation process. Seventy-four participants were Asian-
born scholars, including Chinese, Thai, Filipino, Indonesian, Malaysian, Singaporean, 
Vietnamese, Korean, and Japanese. The findings revealed that prior knowledge, perceived 




relevance, belongingness, and cultural distance were considered the most important factors in 
their successful acculturation. Moreover, the results showed that both faculty and domestic 
students played an influential role in international students’ acculturation process. The 
researchers concluded that intercultural communication competence is necessary both for faculty 
and domestic students.  
Wang, Singh, Bird, and Ives (2008) interviewed nine baccalaureate and twelve graduate 
Taiwanese nursing students studying at Australian universities to explore their learning 
experiences. The findings revealed four major themes, including obstacles to learning within the 
Australian academic environment, differences in learning experiences between Taiwan and 
Australia, coping strategies, and assistance desired in the academic setting. They concluded that 
faculty should heighten cultural awareness and prepare themselves to understand Asian students’ 
educational practices better.  
In another study, Mitchell, Del Fabbro, and Shaw (2017) interviewed seventeen 
undergraduate and postgraduate international nursing students from an Australian university to 
explore their acculturation, language, and learning experiences. The findings revealed two major 
themes, expressing myself and finding my place. For example, participants indicated that they 
faced more challenges compared to native students, such as spending more time studying 
because of their inability to communicate effectively in the clinical setting. Moreover, they 
reported that they needed supportive opportunities to speak English and did not find that clinical 
placement did so. Rather, they were easily identified as lacking English proficiency. They 
concluded that international nursing students need a safe place to speak English, and faculty in 
clinical fields need to be culturally competent.  




In a single-case study of a Chinese faculty member’s teaching experiences in the United 
States, Cheng, Wang, and Zhang (2013) discovered the challenges he faced and coping strategies 
he adopted to overcome them. The researchers conducted semi-structured and unstructured 
interviews with, and observations of, the participant. The findings revealed that he experienced 
challenges in teaching attributable to the differences between his native culture and U.S. culture. 
For example, he had difficulty with miscommunication and misunderstandings with his U.S. 
students, insufficient hands-on practice in student-centered teaching, and had to adjust his 
teaching to follow the U.S. norm to provide his students with more positive learning experiences. 
The findings showed that this Chinese faculty member managed to cope with challenges and 
indicated a positive and ongoing adaptation between his professional identity and learning to 
teach.  
The studies reviewed above indicated that international students face many challenges 
when they come from their home country to study in a host culture. International students 
endeavored to adapt to their new environments and develop coping strategies to solve these 
problems. Similarly, international faculty who choose to stay and work in U.S. institutions also 
face challenges when their native culture meets U.S. culture in the classroom. It is important to 
identify the issues international faculty members experience and in what way they adapt to the 
new host culture in their teaching.  
Another group of studies focused on negotiating dual identities. In a study of Asian 
women faculty’s (AWF) work experiences, Kim, Hogge, Mok, and Nishida (2014) discovered 
the challenges and rewards they experienced in the disciplines of counseling and psychology in 
qualitative interviews with eleven AWFs. The group included five Chinese and six South Korean 
women who received their Ph.D.s. in clinical, counseling, and rehabilitation psychology, and 




counselor education. The sample included assistant and associate professors, and one full-time 
teaching faculty. The results revealed that AWFs suffered discrimination because of their race 
and ethnicity. For example, stereotypes caused them to be labeled unfairly and wrongly as 
“…being passive, submissive, youthful in appearance, and lacking leadership skills” (p. 158).  
In another study of factors that influenced Chinese faculty members’ work experiences, 
Cooksey and Cole (2012) examined sixteen faculty members of both genders who had different 
positions in a variety of disciplines at a U.S. research university, to investigate their decisions 
with respect to job retention and longevity. They conducted a qualitative study that used in-
depth, face-to-face, and document interviews, as well as observations. Their findings revealed 
that several factors affected their stay and decisions to work in U.S. academia significantly, 
including “…traditional Chinese culture, family influence and the ability to access American 
academic freedom, advanced research environments, flexibility and job security” (p. 250). In 
addition, Chinese faculty members reported that individual rather than institutional barriers were 
more likely to hinder their professional development. The findings also showed that Chinese 
female faculty tended to encounter more obstacles than did their male counterparts, which was 
consistent with other studies’ results (Alberts et al., 2010; Foote, 2013; Gahungu, 2011; Kim et 
al., 2014).   
Similarly, Skachkova (2007) studied immigrant female professors at a U.S. research 
university and examined their experiences with respect to scholarly activities (research, service, 
and teaching), the relation between departmental culture and their academic work, and the 
balance between academic work and their personal lives. A qualitative design was used and a 
total of thirty-four immigrant female faculty members were interviewed. The participants were 
diverse and included those from Europe, Asia, Latin America, the Caribbean, Africa, and the 




Middle East. They also worked in a wide range of fields, including social science, computer 
science, humanities, architecture, management, the Dental School, and other health-related 
fields. Assistant, associate, and full professors, and lecturers participated. A narrative approach 
was adopted to conduct interviews, and the findings revealed that immigrant female faculty 
members receive systematic unfair treatment in academia.   
Further, the researcher reported that immigrant female faculty members’ foreign accents 
and different backgrounds influenced their teaching credibility greatly. He concluded that these 
professors contributed diversity and internationalization to U.S. classrooms and their worth must 
be reexamined. The researcher referred to Hsu’s (2000) statement, “…continual critique of the 
place that we want to enter” (p. 185) and indicated that one way to advance education further is 
to be more liberal and avoid discrimination.  
The studies in this group investigated the difficulties related to being or maintaining 
“foreignness and Americanness” that international faculty members encountered. Related issues 
included the choice to maintain or shed their native identity, discrimination, unfair treatment, 
teaching credibility, and accented English. The findings revealed international faculty members’ 
challenges in fitting in or maintaining their native identity. However, the question here is what 
should the norm be: To fit in or maintain and to what degree? The studies did not investigate 
demographic factors’ influence in relation to either. Because each faculty member had different 
personal factors, more anecdotal evidence is needed to investigate the issues related to the 
navigation of identity.  
Limitations and Implications 
The existing studies described above included several limitations. First, there was a 
paucity of empirical studies related to international faculty members who teach in U.S. 




classrooms at research universities. Most studies focused on international faculty members’ 
experiences in general, including obtaining visas, research performance, emotional issues, and 
teaching at universities or colleges.  
Second, previous research identified issues, both quantitative and qualitative, in 
undergraduate courses international faculty members taught, and largely addressed students’ 
perspectives, while very little research focused on international faculty members’ perceptions. 
Thus, it is worthwhile to conduct studies that explore international scholars’ experiences from 
their perspectives and examine the way in which those experiences shape both their teaching and 
ability to develop resilience.  
Third, a large body of research has focused on international faculty members’ challenges 
and difficulties in their academic lives as a whole and neglected the fact that many problems 
were associated with service, teaching, and research as a tenured faculty member at a research 
university. Thus, more qualitative studies are necessary to obtain additional information and 
insights into their lived experiences while teaching at a research university. In addition, because 
international faculty inevitably face challenges because of their cultural, social, pedagogical, and 
linguistics differences from U.S. faculty, future studies should endeavor to determine to what 
extent they adjust to the U.S. educational culture, to what degree their beliefs and practices do or 
do not change, and what variables contribute to those adjustments and changes.  
Finally, existing research has provided recommendations to help international faculty 
succeed in U.S. higher education. One might wonder in what way we can ensure that domestic 
undergraduates have a positive attitude about international faculty members’ accented speech 
and are prepared for the diversity to which they are exposed on campuses, and in what way we 
can ensure that international faculty members receive help, guidance, and advice when 




necessary? Future research should target these concerns to find effective ways to educate 
students about diversity through training courses, orientations, and formal or informal meetings 
that discuss the issues described here.   
Summary 
This chapter’s primary goal was to review the literature related to international faculty 
members’ lived experiences of teaching in the context of higher education in the United States. 
As the review indicated, little is known about international faculty members’ lived experiences 
of teaching; instead, most studies have addressed their experiences in the United States in 
general. The teaching aspect in their academic development should be discussed, in addition to 
other scholarly activities or general life experiences, to draw attention to their needs and help 
them succeed further. In addition, a large number of studies has been conducted on students’ 
perceptions and little has been conducted on international academic faculty members’ 
perceptions. Moreover, none of the studies focused on their early-career development with 
special attention to teaching experiences.  
  Research has demonstrated that both individual efforts and institutional support are 
equally important in the success of international faculty members who teach in the United States. 
When international scholars enter the United States, they bring their cultural backgrounds and 
prior experiences into this country and their classrooms. At times, they experience challenges in 
reconciling their heritage and new culture, as well as the ownership of their identities between 
their native and host countries. Thus, it is pivotal for them to use a variety of strategies to cope 
with the difficulties they experience. In addition, empirical studies related to the strategies they 
adopt to cope with these problems have been limited to date, and thus, strong empirical evidence 
is lacking.   




To gain insights into international faculty members’ lived experiences of teaching, it is 
imperative to identify their difficulties and ways to mitigate them. In addition, providing an 
open, free space or forum for international faculty members to share their experiences verbally or 
nonverbally is crucial in allowing the researcher to interpret the studies’ findings. By doing so, it 
enables the researcher to gain information about their teaching experiences, including the 
difficulties they face, the way they mitigate those difficulties, and the strategies they adopt to 
cope with them. Moreover, it is helpful in exploring the relation between resilience and prior 
teaching experiences, and in what way these may influence their early-career teaching as an 
academic tenure-track faculty. Therefore, this study is important, as it identifies the possible 
difficulties international faculty members face in academic life in teaching, the coping strategies 
to thrive despite adversity, and factors or attributes that may be crucial to his/her resilience 
development.  
  






The purpose of the study was to examine international faculty members’ perezhivanie- 
lived experiences of teaching, in particular their challenges in teaching at U.S. research 
universities. Previous studies were examined in regard to international faculty. Little is known 
about the emphasis of international faculty members at research universities concerning their 
teaching experiences, especially for those at their early-career stage. In this study, the 
perezhivanie theory, together with the resilience theory, was applied to investigate major 
difficulties in teaching and coping strategies to form resilience through teaching. This chapter 
discusses the methodology that was used to conduct the study. The first section discusses 
research questions. With a qualitative research design utilizing a multiple-case study, a brief 
overview of the rationale of the design is presented thereafter. Further, the research context and 
participants are described, followed by a detailed description of the data sources, collection 
methods, and analysis. Finally, validity, ethical considerations, and potential limitations of the 
study are addressed.  
Research Questions 
The study was intended to provide insights useful in preparing early-career international 
faculty members in their learning to teach. Teaching aspects examined in this study were 
associated with language-related issues, cultural differences in classroom behaviors, academic 
standards, grading systems, and course expectations. With the aim of understanding international 
faculty members’ emotional lived experiences of teaching and aspects that contributed to their 
resilience development, resilience theory (Polidore, 2004) and Perezhivanie theory (Vygotsky, 
1965, 1971, 1994, 1998) were used to guide the research design. For this study, the researcher 




employed perezhivanie as emotionally lived experiences that were meaningful and memorable, 
which focused on the difficulties they faced in teaching and forms of mediation they adopted to 
cope with these difficulties. The research questions guided the study are reflected as follows:  
1. What are international faculty members’ lived experiences/perezhivanie of teaching? 
2. How do international faculty members develop resilience through their lived 
experiences/perezhivanie of teaching? 
Research Design 
Based on the research background, a qualitative approach was employed to inform the 
inquiry when designing the research. In qualitative research, lived experiences provide first-
hand, and direct information that represents and interprets “a researcher or research subject’s 
human experiences, choices, and options and how those factors influence one’s perception of 
knowledge” (Boylorn, 2008, p. 489). Moreover, lived experiences offer unique and personal 
perspectives that inform “how their experiences are shaped by subjective factors of their identity 
including race, class, gender, sexuality, religion, political associations, and other roles and 
characteristics that determine how people live their daily lives” (Boylorn, 2008, p. 489). Lived 
experiences also inform individuals about the process in the way how they have survived or 
thrived in their experiences (Boylorn, 2008). The purpose of this study was to explore the lived 
experiences of international faculty in relation to teaching, with special attention to difficulties 
they face and forms of mediation they have employed to thrive in adverse situations. Therefore, a 
qualitative research approach was appropriate for the study because the goal was to elucidate 
“the meaning people have constructed, that is, how they make sense of the world and 
experiences they have in the world” (Merriam, 1998, p. 6).    




In addition, qualitative research provides “richly descriptive reports of individuals’ 
perceptions, attitudes, beliefs, views, and feelings” (Hakim, 1987, p. 26). Moreover, “the 
meanings and interpretations given to events and things…displays how these are put together… 
into frameworks which makes sense of their experiences” (p. 26). In comparison to the 
quantitative research approach that “holds that there is an objective reality that can be expressed 
numerically” (Glatthorn & Joyner, 2005, p. 40), qualitative research gathers data from non-
numerical data sources, as well as words or images analyzed by the inquirer (Creswell, 2014 a) 
and highlights “a phenomenological view in which reality inheres in the perceptions of 
individuals” (Glatthorn & Joyner, 2005, p. 40). Additionally, qualitative research uses a small 
number of participants to support the validity of the data acquired strongly, because each 
participant is “interviewed in sufficient detail for the results to be taken as true, correct, complete 
and believable reports of their views and experiences” (Hakim, 1987, p. 27). Therefore, using a 
qualitative research approach allows the problems to be explored in depth to facilitate a thorough 
understanding (Creswell, 2014 a). 
Multiple-case study design 
A multiple case study design was used for this study. Case study research is conducted 
using thorough accounts based on one or more cases, i.e., single-case or multiple-case studies 
(Johnson & Christensen, 2004; Yin, 2003a). This research approach was a “systematic inquiry 
into an event or a set of related events which aims to describe and explain the phenomenon of 
interest” (Bromley, 1990, p. 302). Specifically, Thomas (2011) indicated that case studies 
explore “analyses of persons, events, decisions, periods, projects, policies, institutions, or other 
systems that are studied holistically by one or more methods” (p. 23). According to Miles and 
Huberman (1994), a case study is “a phenomenon of some sort occurring in a bounded context” 




(p. 25). In this study, the cases presented examples of the phenomenon of international faculty’s 
lived experiences associated with teaching and the bounded context is the U.S. higher education. 
For example, Gahungu (2011) studied eight international faculty members and administrators, 
using an e-mail survey and face-to-face and telephone interviews. In the multiple case study, 
Gahungu (2011) “analyzed qualitatively for both the themes proposed and other emergent ideas” 
(p. 10) with detailed information from participants about issues related to challenges and 
opportunities in U.S. academe.   
With respect to Yin’s (2003 b) description about when to use a case study design, “a how 
or why question is being asked about a contemporary set of events, over which the investigator 
has little or no control” (p. 9). Moreover, a case study design can be applied when a researcher 
wishes to “illuminate a particular situation” (Yin, 2005, p. 381) and “get a close (i.e., in-depth 
and first-hand) understanding of it” (p. 381). In this study, my goal was to achieve a thorough 
understanding of international faculty members’ lived experiences of teaching, with special 
attention to the difficulties they faced and coping strategies they had adopted to thrive in adverse 
situations. The central focus was: How did they perceive and describe their teaching experiences 
in the United States and may find that international faculty’s lived experiences, perceptions, and 
discussions helped them construct resilience and contribute to their academic success. As one of 
the strengths of the case study is “its ability to deal with a full variety of evidence” (Yin, 2003b, 
p. 8). In this study, the lived experiences of international faculty served as a contemporary 
phenomenon that could be explored in real-life contexts. Moreover, data was gathered through 
sources including interviews, blog prompts, and reflection prompts to cover the bounded context 
(higher education) and the phenomenon (international faculty’s lived experiences of teaching) of 
the study.  




Case studies are designed to get an understanding of the complex phenomena in the 
society that allows researchers to record the meaningful events in real lives (Yin, 2003b). This 
study benefited from a multiple-case study approach for the reason that “analytic benefits from 
having two (or more) cases may be substantial” (Yin, 2003b, p. 53). Yin (2003b) described 
further the vulnerability of single-case designs using the metaphor that “you will have put all 
your eggs in one basket” (p. 53). He noted that one can conduct a good study by using a 
multiple-case study approach (even if it is just a two-case study), as it provides more compelling 
support than does a single-case study. In this study, I was able to compare and contrast cases by 
employing a multiple-case study approach that potentially allowed me to comprehend fully the 
differences among international faculty members’ lived experiences of teaching, and their varied 
coping strategies, as well as the resilience construction when they were in the face of adversity.  
The richness of the data in a multiple-case study enabled me to discuss and explore international 
faculty members’ lived experiences of teaching in a different culture through the analyses of 
such a phenomenon. More importantly, Zainal (2007) emphasized that “the detailed qualitative 
accounts often produced in case studies not only help to explore or describe the data in real-life 
environment, but also help to explain the complexities of real-life situations which may not be 
captured through experimental or survey research” (p. 4). In the multiple-case study, I explored 
international faculty members’ lived experiences of teaching, through exploring the number of 
incidents related to the difficulties they faced in teaching and detailing the stories related to those 
difficulties, the ways in which they accommodated to those difficulties, and also the ways in 
which those resilience strategies guided them to succeed in learning to teach.  
 
 




Participants and Context of the Study 
The context of the study included both U.S. public and private research universities. 
Research universities are higher education institutions that facilitate and encourage research 
activities and award tenure to academic faculty members. Carnegie Classification (2015) 
indicated doctoral research universities as Research 1, 2, and 3 which represents the amount of 
research activities from the highest to the lowest. The context of this study was set open to any 
Research 1, 2, and 3 universities. There were several reasons why the study context was selected 
in this study. First, this study only focused on research universities because teaching is easily 
ignored when research and grantsmanship are more valued; and second, the researcher was able 
to gain additional insights and compare cases from different institutions in the United States. The 
recruitment of participants was guided according to the purpose of this study; that is, seeking to 
explore lived experiences of teaching from early-career international faculty members in the 
United States and aspects contributed to their resilience development.  
In this study, five potential participants were recruited by employing purposeful sampling 
to produce information-rich cases (Patton, 2002). Qualitative researchers need to identify 
purposeful sampling strategies when conducting a study (Creswell, 2014a). These sampling 
strategies are categorized according to when they are employed, either before or after data 
collection (Creswell, 2014a). In this study, appropriate purposeful sampling strategies were 
selected to “narrow the range of variation and focus on similarities” (Palinkas, Horwitz, Green, 
Wisdom, Duan, & Hoagwood, 2015, p. 534) among cases. For the uniqueness of the study that 
provided insights about the teaching experiences of international faculty cohorts, the participants 
were purposely selected based on certain characteristics, backgrounds, and experiences.  




Two purposeful sampling strategies were used: homogeneous sampling and snowball 
sampling. For phase one of the research, homogeneous sampling was employed before data 
collection began. According to Creswell (2014a), in employing homogeneous sampling, the 
researcher “purposefully samples individuals or sites based on membership in a subgroup that 
has defining characteristics” (p. 208). Patton (1990) contended that the purpose of this sampling 
strategy is to provide an in-depth description of the subgroup selected. In this study, the 
participants were international faculty members who were raised and grew up in a non-English 
speaking country, obtained their undergraduate degrees in their home countries, earned a Ph.D. 
in the United States, and were working as voluntary immigrants at a U.S. research university at 
the time of the interview. 
As mentioned in Chapter Two, with respect to cultural, social, and academic experiences, 
a person who immigrated to the United States at a young age is quite different from one who 
immigrated as an undergraduate or graduate student (Kim et al., 2011; Wells, 2007). Therefore, 
the selection of the participants was based on homogeneous sampling conducted according to the 
following criteria: 
1. The participant must be a tenure-track faculty and is at his or her early-career stage meaning 
that he or she is an assistant professor and a nontenured academic faculty. 
2. The participant’s first language must be a language other than English. 
3.  The participant must have been born and raised in a non-English speaking country.  
4. The participant must have obtained an undergraduate degree in his/her home country,  
and earned a Ph.D. in the United States. 
5. The participant must be an academic faculty at a U.S. research university. 




In phase two of the research, snowball sampling was employed to locate key informants 
who have ample information about the participants (Patton, 1990). As Creswell (2014a) 
recommended, snowball sampling needs to be taken into consideration when qualitative 
researchers do not have the connection to reach out the participants because of the unique or 
complex nature of the study they investigate. Thus, the plan was to approach potential 
individuals or key informants and invited them to recommend other suitable participants who 
may qualify for the topic of this study. Sample questions that potential individuals or key 
informants may be asked include, “Who knows a lot about ___?”, and “Who should I talk to?” 
(Patton, 1990, p. 176). During this stage, the researcher also took advantage of professional 
groups on social media to locate potential participants. The recruitment letter was posted on 
Facebook groups and five international faculty members including one from China and four from 
Taiwan were selected based on the abovementioned criteria. The participants were either 
recommended by other professors or volunteered to participate in this research study.  
Three participants were selected as the main participant in the study considering different 
departments and had different past teaching experiences. Other two participants were not 
considered. One participant had been promoted to the associate professor rank at the time of the 
interview although he was an assistant professor at the time of the recruitment. However, the 
researcher selected this faculty to pilot the interviews to ensure that the interview questions were 
understood by the interviewees. The other professor was teaching at the same department and 
graduated from the same doctoral program as one of the selected participants. Considering the 
similar doctoral experiences both participants shared, the researcher only selected one of them as 
the main participant in the study.  




 Three selected participants were from the departments of political science, educational 
studies, and strategic communication including one male and two females who shared different 
teaching experiences both in their home country and the United States. The selection of two 
female Taiwanese international faculty members resulted from intensive and continuous search 
in academic organizations and professional groups on social media; meanwhile, the selection of 
one male Taiwanese international faculty member resulted from recommendations of friends. 
The profiles of participants were shown in Table 3.1.  
To approach the potential individuals for the study, an email that included a recruitment 
letter of the study was sent to them (see Appendix A). After the researcher received the 
confirmation from the participants, the researcher notified participants with the format and 
possible dates for data collection and attached the informed consent form (see Appendix B) in 
the emails. The researcher collected data through Skype or telephone interviews, blog prompts 
through Google Blogger, and reflection prompts through emails. Thus, interaction and 
communication between the researcher and participants or among participants aided the findings 
of the study and data from this targeted population deepened the understandings in faculty 
research.  
Regarding the commonalities between the participants, all participants came from Taiwan 
and their native language is Mandarin (Traditional Chinese). Moreover, their age ranged from 
thirty to thirty-five and were at their first year of tenure position at the current institution. Table 
3.1 represents each participant’s profile in addition to above-mentioned commonalities. The 
participants’ names are pseudonyms, Jack, Emily, and Lili.  
 
 




Table 3. 1 Profiles of Three International Faculty Members at Research Universities 
Criteria Jack Emily Lili 
Gender Male Female Female 
Location and 
Major of Ph.D. 
School 
A Southern 




university in the U.S./ 
Instructional Systems 
Technology and 
Literacy, Culture, and 
Language (Dual 
majors) 
A Southern university 




Public, A Western 
research university 
(R1) 
Public, A Midwestern 
research university 
(R2) 










Data Sources and Instrumentation 
In conducting a qualitative study, data should be collected from multiple sources to meet 
the requirements of data triangulation, and case studies benefit from employing multiple sources 
of data to triangulate evidence as well (Yin, 2003b; 2005). Data sources in this study included   
interviews, blog prompts and reflection prompts. Depending on the responses the participants 
shared during the interview, the responses may be limited because participants may not feel 
completely comfortable to verbally share their personal teaching obstacles with the researcher 
and they lacked the opportunity to interact with other participants. Thus, blog prompts on Google 
Blogger provided a space allowing each participant to interact and share his or her thoughts and 
opinions with other participants who also were participating in the study. Table 3.2 shows the 
data sources aligned with research questions.  




In order to triangulate the data collected from interviews and blog prompts, the findings 
were supplemented by reflection prompts to address research questions. Considering the fact that 
participants were teaching in the United States, English was used as the main language 
throughout the study. However, if there was any specific term that was unable to be translated in 
English, the participant was allowed to use their first language under this circumstance.  
  
 
Table 3. 2 Data Sources for Each Research Questions  





X X X 
Research Question 
Two 




Interviews were one of the main data sources used in the study. Conducting the study 
through interviews allowed the researcher to obtain useful information that was not able to be 
obtained directly from observations, and the nature of open-ended questions enabled the 
participants to express their personal information in relation to experiences or perceptions freely. 
Further, the researcher had better control over this process, because specific questions could be 
asked to clarify any information that may be misunderstood (Creswell, 2014a). Patton (2002) 
indicated that interviews allow researchers to look at the things from other individuals’ point of 
views. Therefore, by adopting interviews, the researcher was able to gain a better understanding 
of international faculty members’ lived experiences in teaching, particularly with reference to 




any struggles, conflicts, frustrations, and confusions that they may have had, and strategies they 
managed to cope with perceived difficulties to form teacher resilience. 
Creswell (2014a) argued that when “the participants in a study may be geographically 
dispersed and unable to come to a central location for an interview,” (p. 219) telephone 
interviews can be an alternative to overcome the distance constraints. In this study, the researcher 
employed Skype and phone interviews based on the participants’ preference and convenience. 
There were several advantages of using Skype to conduct an interview. First, it offered a real 
time feature of both audio and video conversations. Without meeting the participants in person, 
the researcher was able to ask questions just as in a face-to-face interview. Second, Skype was 
time-saving and cost-effective, as the researcher and the participants did not need to travel to a 
certain place to meet. Lastly, scheduling a time and date for the interview was more convenient 
and flexible in comparison to the traditional face-to-face interview. Therefore, using Skype was 
considered to be the technique most suitable for this study. However, the telephone interviews 














Table 3. 3 Information about Interviews 
Participants Rounds of 
Interview 




Interview 1 02/28/2019 28:19 3,312 
Interview 2 04/04/2019 32:04 4,539 




Interview 1 01/15/2019 35:14 2,621 
Interview 2 03/23/2019 39:23 4,222 




Interview 1 02/22/2019 39:53 6,403 
Interview 2 04/08/2019 42:14 6,152 
Interview 3 10/04/2019 45:15 6,640 
 
 
The study conducted three interviews and an audio recording device was used. The 
researcher also took notes during each of the interviews. The first interview (See Appendix D) 
focused on the participant’s personal and professional background, teaching difficulties they had 
experienced, and bicultural experiences. The second interview (see Appendix E) focused on the 
difficulties and coping strategies that centered on certain themes in current research (e.g., 
academic standards and grading systems, perceptions, adjustment, and forms of mediation). The 
third interview (See Appendix F) was conducted to confirm the findings from the first two 
rounds of interviews and further to explore research topics. Questions included their views 
towards emotional lived experiences of teaching, future plan to improve teaching based on 
annual review, and recommendations for future international faculty. All questions were asked in 




order as they were listed in the interview questions so that the interviewees could refer to the 
general form of the interview (Harrell & Bradley, 2009). Table 3.3 reflects the competition dates, 
duration, and word count of each of the interviews for the participants.   
Google blogger 
In this study, blog prompts on Google Blogger served as a secondary data source. 
Hookway (2008) highlighted the capacity and practicality of blogs which has “shed light on 
social processes across space and time, together with their insight into everyday life, combine to 
make blogs a valid addition to the qualitative researcher’s toolkit” (p. 93). Blogs are defined as 
“an archiving system organized by date and a feedback mechanism in which readers can 
‘comment’ on specific posts” (Hookway, 2008, p. 92). As Hookway (2008) contended, “bloggers 
are writing for an audience and are therefore potentially engaged in a type of ‘face-work’ but at 
the same time they are anonymous, or relatively unidentifiable” (p. 96). Although blogs are 
traditionally written by the blogger to share their daily activities or life-episodes and blog posts 
are usually viewable to the public, the blogs in this study were used as a medium to collect data 
for the research and the content of blogs was not viewable to the public based upon the setting.  
The purpose of gathering international faculty members’ thoughts, opinions, and 
comments in relation to teaching experiences through Google Blogger was to protect their 
identity as their real names were not shown, thus to ensure the authenticity of the responses. In 
addition, the nature of blogs was its richness of textual form that generated immediate text, 
which had replaced the traditional way of tape recording and transcribing (Liamputtong & Ezzy, 
2005). Google Blogger promoted reciprocal communication among the participants and the 
researcher as it enabled all participants to comment on others’ posts. By doing so, participants 




had the opportunity to learn and listen form each other. Moreover, Google Blogger fit into their 
busy schedule as they could log in anytime during a time frame for each prompt.  
 
 
Table 3. 4 Information about Blog Prompts 




Entry 1 02/17/2019 
Entry 2 02/17/2019 
Entry 3 05/21/2019 




Entry 1 01/26/2019 
Entry 2 02/22/2019 
Entry 3 05/28/2019 
Entry 4 05/28/2019 
 
Lili 
Entry 1 02/21/2019 
Entry 2 05/14/2019 
Entry 3 05/14/2019 
Entry 4 05/14/2019 
 
 
In this study, the researcher developed four blog prompts related to lived experiences of 
teaching on Google Blogger (see Appendix G). The first blog prompt sought to get a better 
understanding of their lived experiences as graduate assistant in the doctoral program which 
helped answer research question two (resilience development); while the second asked them to 
share their cultural experiences which helped answer research question one (lived experiences of  
teaching). In addition, the third blog prompt asked them to share their past and recent teaching 
experiences which helped answer research questions one (lived experiences of teaching); and the 
fourth blog prompt asked about their job retention which helped answer research question two 




(resilience development). Table 3.4 represents the competition dates of each of the blog prompts 
for each of the participants.   
Reflection prompts 
In order to confirm the previous data collected, an individual reflection prompt (see 
Appendix H) was selected and supplemented to meet the needs of triangulation. The questions 
asked in the reflection prompts were those ones needed to be further confirmed by the researcher 
or more information was necessary from the previous data collected. By adopting interviews and 
blog prompts, the researcher was able to gain a better understanding of the participants’ lived 
experiences of teaching. Through these data sources, the researcher was able to focus on their 
learning to teach experiences and resilience development as they referenced any difficulties, 
management and coping strategies. Table 3.5 shows the completion dates of reflection prompts 
for each of the participants. 
 
 








The data collection happened from January 2019 to October 2010. Table 3.6 shows the 
timeline of research activities throughout data collection. Moreover, the participants were invited 
to schedule a preferred date and time to be interviewed and they were allowed to log onto each 




blog prompt on Google Blogger anytime during the assigned timeframe. An individual reflection 
prompt with each of the three participants was supplemented to confirm data collected from 
interviews and blog prompts throughout the process of data collection.   
Phase one  
Before the researcher approached the participants to conduct the interviews, the IRB 
approval was obtained. After the researcher completed the IRB process, participants were 
contacted via emails, and invited to set a date for the first interview. Prior to the interviews, the 
researcher introduced the topic, purpose and guidelines of the study and gave consent forms to 
 
 
Table 3. 6 Timeline of Research Activities 
Research Activities Estimated Time 
The process of IRB November, 2017 - December, 2018 
First interviews January – February, 2019 
First blog prompt entries (Google 
Blogger) 
January – February 
Data analysis and transcription January - February 
Second interviews March- April 








Third and fourth blog prompt entries 
(Google Blogger) 
April - May 
Third follow-up interviews October 
Reflection prompts October 
Data analysis and transcription April - September 
Data interpretation and report writing May- October, 2019 
 
 




each participant. Each participant was notified that they were allowed to withdraw from the 
study at any time. Their identities were protected using pseudonyms rather than their real names. 
Moreover, the in-depth interviews in qualitative research centered on open-ended questions as 
they, “allow the participant to create the options for responding” (Creswell, 2014a, p. 218). 
Therefore, each participant was encouraged to freely respond to each question in his or her own 
way, as there were no standard answers for the questions.  
After each participant signed a consent form, the researcher proceeded to the interview. 
These interviews were conducted with each participant via Skype or telephone at a time they 
preferred, and each was recorded and transcribed for subsequent data analyses. The interviews 
lasted approximately 30-40 minutes and consist of twelve open-ended questions that included the 
participants’ general demographic information, such as gender, country of origin, educational 
background, and years of teaching in the home country and the United States, including 
experiences teaching as a GA and faculty. Participants were also asked about their experiences of 
being bicultural and teaching difficulties at a U.S. university including language related issues 
and cultural differences in classroom behaviors. 
At the end of the first interview, each participant was invited to complete the first blog 
prompt within two months. Participants were asked to reflect on their accumulated teaching 
experiences in the United States to date. Each blog prompt was conducted via the platform of an 
online blog on Google Blogger. The blogging entries had to be completed by the participants 
before the end of February and were collected by the researcher in the end of February.  
 All interview and blog prompt data collected during phase one was transcribed and organized by 
date, name, and category before phase two took place. As mentioned earlier, to verify their 




validity, at the beginning of the next phase, the researcher asked questions that needed more 
explanations or confirmation based on the previous interview and blog prompt.  
Phase two  
In phase two, another in-depth, interview was conducted through Skype or telephone. 
The second interview lasted approximately 30-40 minutes and consisted of seven questions 
related to participants’ teaching experiences, with special attention to challenges and/or 
difficulties they faced and coping strategies they employed to help them survive or thrive in 
adverse situations in the United States. They also were invited to share their educational 
experiences in their home country and describe how they differed from those in the United 
States. After the interview, participants were told to complete the second blog prompts on 
Google Blogger within two months. Again, because of the large amount of data that were 
involved with their personal experiences, they were asked to share any further responses. If a 
participant did not feel like sharing, he or she would not be forced to do so, as each of them had 
the right not to answer any questions. In the end of interviews, participants were invited to 
comment if they felt they needed to add or clarify anything. The data of interviews and blog 
prompts was audiotaped and transcribed afterwards. All blog entries needed to be completed by 
the participants before the end of April and were collected by the researcher in the end of April. 
At the beginning of the next phase, the researcher asked questions that needed more explanations 
or confirmation based on the second interview and blog prompt.  
Phase three  
Each participant was invited to schedule a preferred date and time for the follow-up 
interview. The follow-up interview lasted approximately 30-40 minutes and consisted of ten 
questions that was to confirm previous data and seek more in-depth information. The participants 




were invited to share any thoughts or comments on any related activities they had completed for 
the study at the end of the interview. Meanwhile, the participants were contacted through the 
emails and were invited to complete the third and fourth blog prompts on Google Blogger. All 
blog entries needed to be completed by the participants before the end of May and were collected 
by the researcher in the end of May. In addition, an individual reflection prompt with each of the 
participants was the third data source which was conducted to confirm the data collected from 
interviews and blog prompts.  
Data Analysis 
Lichtman (2012) argued that data analysis in qualitative research aims to “to take a large 
amount of data that may be cumbersome and without any clear meaning and interact with it in 
such a manner that you can make sense of what you gathered” (p. 250). Creswell (2014a) also 
indicated that data analysis involves interactive phases, “meaning you cycle back and forth 
between data collection and analysis” (p. 238). Thus, in this process, data collection and analysis 
occur simultaneously (Creswell, 2014a).  
 
 
Table 3. 7 Connecting Data Analysis to Research Questions and Data Sources 
Research Questions Data Process of Analysis 
















As Creswell (2014b) commented, analyzing qualitative data is like “peeling back the 
layers of an onion” (p. 195). Qualitative analysis beings with preparing data, and analyzing data, 
then delving into more in-depth understandings of data. In the process of data analysis, a 
thematic analysis and a cross-case analysis were employed to analyze the themes and subthemes; 
meanwhile, to verify the research questions for the purpose of linking findings from interviews 
with what international faculty members identified regarding their lived experiences of teaching 
in other sources such as blog prompts or reflection prompts.  
 
 




The data analysis in the study was summarized in three main steps. The first step was to 
transform the large amount of data into electronic document and organize them. The interview 
data was first transcribed manually. Afterwards, transcribed interviews, responses of blog 
prompts and reflection prompts were converted into Microsoft Word processing. Each of the 
interviews, blog prompts and reflection prompts were organized based on the participants, 
Step 1
• Organizing Data and Transcription
Step 2
• Coding: Thematic Analysis (In Vivo coding, 
Descriptive coding, Line-by-line coding, & 
Open-coding)
Step 3
• Cross-Case Analysis 




categories, orders and dates. The researcher created a table to document the participants, dates, 
and activities.  
The second step was to code data collected from the interviews, blog prompts and 
reflection prompts. In order to complete the coding process, the researcher chose to code data 
manually without the aid of a computer software. Thematic analysis was selected to complete the 
coding process. Proposed by Braun and Clarke (2006), thematic analysis can be described in six 
phases. 
First phase: Become familiar with the data. The very initial but important phase was to 
be familiar with the data I collected (Maguire & Delahunt, 2017). To complete this step, I 
listened to each audio-recorded interview twice while reading the transcriptions simultaneously. 
In addition, I read and re-read each blog prompt and individual reflection prompt to get a better 
understanding of the responses the participants provided.   
Second phase: Generate initial codes. The process of coding allowed the researcher to 
divide large chunks of data into meaningful segments (Bloomberg & Volpe, 2008; Khandkar, 
2009), and found the association between large chunks of data and initial codes. The researcher 
began to generate initial codes by connecting the data with research questions (Miles & 
Huberman, 1994). In this study, research questions were centered on lived experiences of 
teaching and aspects contributed to the resilience development in the lived experiences of 
teaching. The researcher assigned initial codes to each segment that was related to research 
questions. Line-by-line coding was employed for the researcher to find any other data that was 
interesting or relevant to the research topic in addition to research questions.  
Moreover, the researcher employed In Vivo Coding and Descriptive Coding methods to 
generate initial codes from interviews, blog prompts and reflection prompts. In Vivo coding is to 




use the exact language the participants used in the original data collected (Strauss, 1987), while 
descriptive coding is to assign a word or short phrase to name the topic of passage being read 
(Saldana, 2016). Open coding was also employed throughout the initial coding process because 
the researcher aimed to keep the coding process more open so there were no predetermined 
codes. Rather, the initial codes were generated and modified throughout the entire process 
(Maguire & Delahunt, 2017). The researcher completed this step by writing codes using In Vivo 
coding and Descriptive Coding methods on the right side of the printed transcriptions for 
interviews, blog prompts and reflection prompts.  
After generating the initial codes, the researcher created tables and assigned each table 
keywords based on research questions and theoretical framework. For example, keywords in 
Table 3.8 were generated from research question one because the question aimed to explore 
international faculty members’ teaching difficulties in linguistics-related issues, cultural 
differences in classroom differences, academic standards and grading systems, and course 
expectations. Keywords in Table 3.9 were with reference to reviewed studies in Chapter Two as 
coping strategies can be grouped into two categories: individual efforts (Alberts, 2008; Alberts 
et., 2013; Kim et al., 2014; Zhang, 2014) and institutional support (Alberts, 2008; Alberts et., 
2013; Foote, 2013; Gahungu, 2011). Keywords in Table 3.10-3.11 were retrieved from 
Polidore’s (2004) eight resilience components.  
 All codes were organized into tables for subsequent analysis. Afterwards, the researcher 
categorized the same types of codes into a related category. This process was done by coping, 
pasting, and matching each initial code. Meanwhile, initial codes during this phase were 
changed, added, or removed either because they were found to be inadequate or new codes 
emerged. For example, the researcher found available codes for linguistics-related issues, 




cultural differences in classroom behaviors, and course expectations, but did not find codes for 
academic standards and grading systems in Emily’s (Table 3.8). Moreover, coping strategies 
from the data collected were divided into individual efforts and institutional support. For 
example, Jack’s individual efforts were grouped into subcategories including personal attributes 
teaching style, being bicultural, making future plan, seeking help from mentors/advisors and 
colleagues, observing class, and making changes when necessary (Table 3.9). Moreover, 
additional codes were identified so the additional categories were generated based on the codes 
discovered (Table 3.12). Examples are shown in the tables below.  
 
 

















Level of engagement 
in discussions, formal 
addressing, religious 




















Table 3. 9 Example of Perception and Adjustment in Coping with Difficulties 
Keywords Individual Efforts Institutional Support 
     Jack Subcategories, personal attributes, 
teaching style, bicultural, future plan, 
mentors/advisors, colleagues, observing 






Third phase: Search for themes. The third phase was to organize and categorize the 
initial codes into potential themes (Braun & Clarke, 2006). This process was similar to an action 
of filtering to sort out any of duplications or abnormalities depending on whether it was related 
to their lived experiences of teaching such as unforgettable or emotional experiences, or aspects 
contributed to resilience development. The researcher revisited initial codes, categories, 
subcategories, and transcribed texts to check for any inaccurate or redundant information.  
Moreover, the researcher visited the eight components of Polidore’s (2004) resilience 
theory and linked codes to each of the components. The researcher found five additional 
resilience themes that contributed to the participants’ resilience development in perezhivanie. 
Next, the researcher selected a cross-case analysis to compare and contrast the similarities and 
differences for each of the three cases. Three major themes were emerged based on the analysis 






























Resilient individuals are 
flexible in using each 
locus of control. 
External locus of control 
is associated with luck, 
fate or others’ power 
while 
internal locus of control 
is associated with 
someone’s fault, lack of 





















Negative experiences as 
a faculty, 
Need support for 
different methods of 
teaching, 
need more information 







experiences as a 
faculty, 




putting too much 
















Table 3. 11 Examples of Resilience Development 
 5. Commitment 6. Change 7. Positive 
relationship 


















likely to “seek 






viewed as important 
because it was “a way 
of life” (Taylor, 
2013, p. 1063). 
 











of the career, at 
the current 
stage of the 
career 








published in the U.S., 
letting students take 
exams is a better way 
to learn, follow 
traditions of the U.S., 
Chinese background 
has comparative 
advantage in teaching 





















Bicultural Past Relevant Teaching 
Experiences 
Positive 
Experiences as a 
Motivation 
Jack Used textbooks published in the 
U.S., let students take exams is a 
better way to learn, followed 
traditions of the U.S., Chinese 
background has comparative 
advantage in teaching course 
about East Asia 
Did not have teaching 
experiences as a GA in 
the United States, had a 
very minimal teaching 
experiences in master’s 
in Taiwan. 
One student was 
inspired after 
taking his class. 
Emily Use personal experiences from 
Taiwan, but instruction focus on 
American education 
GA teaching 




Lili Familiar with U.S. politics, 
viewed her personal background 
as a plus, learn American culture 
and be open-minded to American 
culture 









Fourth phase: Review themes. The researcher reviewed and modified themes by taking 
into consideration of following questions as suggested by Maguire and Delahunt (2017): Do the 
themes make sense? Does the data support the themes? Am I trying to fit too much into a theme? 
If themes overlap, are they really separate themes? Are there themes within themes (subthemes)? 
and, Are there other themes within the data? (p. 3358). 
Fifth phase: Define themes. This phase is described as the refinement of the themes that 
aimed to “identify the essence of what each theme is about” (Braun & Clarke, 2006, p. 92). In 
this phase, the researcher created a thematic map to represent the relations between each theme. 
By examining each theme and subtheme, the researcher was able to get a better understanding 
with regard to how each theme was related to another and if each subtheme was relevant to 
another under each theme.   




Sixth phase: Write-up. This phase is described as to report your findings after 
conducted thematic analysis and summarized themes.  
After accomplishing the six phases of thematic analysis for each of the three cases, the 
last step in data analysis, a cross-case analysis, was employed in this multiple-case study to 
discover patterns, commonalities and differences among the cases (Miles & Huberman, 1984, 
1994). This process was accomplished by revisiting categories, subcategories, all data sources, 
and research questions numerous times. Yin (2009) described that the replication method can be 
employed when using cross-case analysis. When similarities are found among the cases, the 
lateral replication is attained, while differences are found among the cases, the theoretical 
replication is attained (Yin, 2009). The researcher began by examining each major category 
found from data analysis in the previous section and then looked at the subcategories under each 
major theme if there was any. Tables for each major theme were created to compare and contrast 
between the cases. The researcher summarized the findings of comparisons and contrasts 
between the cases. The cross-case analysis served as a suitable analysis method, so the researcher 
was able to compare and contrast the similarities and differences between the themes including 
major difficulties international faculty members encountered in teaching, the coping strategies 
they adopted to overcome adversity, and aspects contributed to their resilience development in 
teaching. 
Validity 
 Creswell (2014a) emphasized the importance of validity in qualitative research by 
suggesting that qualitative researchers should utilize multiple validity strategies to ensure the 
accuracy and credibility of their research findings. In this study, three strategies were employed 
to ensure the accuracy of the findings: triangulation, member checking, and thick description.  





Yin (2003b) noted that the strength of conducting case studies is that it allows researchers 
to use multiple sources of evidence in the development of the triangulation process. Patton 
(2002) identified four types of triangulation that qualitative researchers can employ including 
data, investigator, theory, and methodological. Methodological triangulation was employed in 
this study as data was collected employing different qualitative methods including interviews, 
blog prompts, and reflection prompts.   
Member checking 
 Member checking is one of the methods qualitative researchers use to establish the 
credibility of their studies (Lincoln & Guba, 1985). In member checking, the researcher presents 
his or her final report or specific descriptions to the participants or invites them to a follow-up 
interview to ask them to provide comments to confirm the accuracy of the polished or semi-
polished document (Creswell, 2014b, p. 201). To verify the accuracy of the findings in this 
study, the participants were invited to provide comments or thoughts at the end of each interview 
session. Also, at the beginning of the following interviews, the researcher asked the participants 
questions that needed to be further explained based on the previous interview. In addition, the 
participants were invited to do a follow-up interview. The researcher asked questions in follow-
up interviews to further confirmed data or gather more information based on their responses to 
previous data collected along with their concluding comments and thoughts. Similarly, in 
addition to interviews, the researcher raised questions on Googler Blogger based on the 
participants’ responses to the blog prompts. Employing member checking enabled the researcher 
to ensure the accuracy of the findings and had the opportunity to confirm the results with the 
participants to ensure their clarity.  





Providing rich and thick descriptions can “transport readers to the setting and give the 
discussion an element of shared experiences,” (Creswell, 2014b, p. 202). In this study, various 
methods were utilized, including the interviews, blog prompts, and reflection prompts. To 
confirm the validity of the findings, all data collected included detailed descriptions of 
international faculty members’ lived experiences of teaching and their resilience development.   
Human Subjects 
In this study, recruitment procedures took place after the approval of university IRB was 
received by the researcher. After the researcher obtained the approval of IRB, the researcher 
began locating potential participants by employing snowball sampling. The social media 
platforms (Ex: Facebook or other professional organizations) were also employed as a medium 
to locate potential participants. The potential participants were either recommended by others or 
volunteered to partake in the study. After the confirmation with each potential participant, for 
those who were qualified based on the criteria listed in the study were recruited through emails. 
The researcher sent out an email to the potential participants to confirm their willingness to 
participate in this study. After confirming their willingness to participate in the study, the consent 
process occurred individually. Each participant was emailed the Informed Consent Form (see 
Appendix B) to review and sign.  
The consent process only occurred through emails. The participants were notified that 
their participation would totally be voluntary before data collection and they may withdraw from 
the study at any time if they felt uncomfortable. The researcher confirmed with the participants 
regarding their agreement and willingness to participate in the study before data collection.  





 Ethical issues were considered throughout the study to reduce the potential risks to each 
participant. As Creswell (2014a) highlighted, a qualitative study comprises “an in-depth 
description of a phenomenon” (p. 230). Participants in a qualitative study often are asked to 
discuss or disclose “private details of their life experiences over a period of time” (p. 230), thus, 
mutual trust is of the utmost importance. To provide a safe and comfortable interview 
atmosphere for each participant, the researcher followed Creswell’s (2014a) guidelines. First, 
before the researcher proceeded to data collection, I ensured that I had obtained the IRB 
approval. Then, the researcher informed each participant of the purpose and data collection 
procedures, so they understood what they would do in the study overall, and to confirm that they 
were interested and willing to participate. Second, after they agreed to participate in the study, 
the researcher had them sign consent forms. Each was notified that his/her identity would be 
protected by using pseudonyms rather than their real names. Third, the researcher ensured that no 
participant would be harmed in any way. If any of them felt uncomfortable or was sensitive 
about certain issues, he/she had the right to rest or withdraw from the study. Fourth, the 
researcher also clarified that the data would be used only for academic purposes, and that they all 
have the right to access the findings and published study. Finally, the researcher and principal 
investigator (PI) were the only persons who had access to the data, all of which were stored in 
locked drawers at the PI’s office. Only the PI had the access to the keys for these data.  
Summary of Research Methods 
 A qualitative research design was used in the study. A multiple-case study design helped 
the researcher explore international faculty members’ lived experiences of teaching in the United 
States. Data sources included interviews, blog prompts, and reflection prompts that showed their 




lived experiences of teaching and resilience development. Moreover, the data was analyzed 









FINDINGS OF THE STUDY 
Chapter Four presents a profile and analysis of each of the three participants based on the 
major themes found from the data. This multiple case study examined the international faculty’s 
lived experiences of teaching as a motivator to develop resilience. Data was collected during 
nine interviews, twelve blog prompts, and three reflection prompts. Thematic analysis was used 
for data collected from interviews, blog prompts, and reflection prompts that focused on their 
lived experiences of teaching and aspects contributed to their resilience development. Table 4.1 
represents research questions, data collection, data analysis, and findings. In the report of each 
case, a demographic profile was created as shown in Table 4.2. The researcher reported themes 
and subthemes for each case and then reported the results of cross-case analysis, comparing and 
contrasting the categories and subcategories. 
 
 
Table 4. 1 Connecting Research Questions to Data Collection, Data Analysis, and Findings 































Table 4. 2 Characteristics of Three Participants 
Participants Jack Emily Lili 
Gender Male Female Female 
Master’s Program Taiwan the U.S. the U.S. 
Current Institution A Southern 












university in the 
U.S/ Mass 
Communication 
Years in the U.S. 7 years 9 years 9 years 
Teaching 
Experiences Prior 
to the U.S. 
2 years of teaching 
statistics 
4-5 years, Teaching 





Experiences as a 
Doctoral Student 
Grading Lab assistant; 
teaching 
undergraduate 
4 years’ teaching 
 
Reasons for 











Case 1 Jack 
Jack's lived experiences of teaching included his graduate assistant experiences, the 
transition from a doctoral student to a faculty member, the transformation of his state of mind in 
his early career, and stories of teaching. Jack has been in the United States for seven years. He 
received his undergraduate and master’s degrees in Taiwan and earned his Ph.D. in political 
science from a U.S. southern university. Before the Ph.D. journey, he taught statistics for two 
years as a teaching assistant in his master’s program in Taiwan. In the United States, as a 
teaching assistant, he had minimal teaching experiences except grading student assignments.  




Jack is an assistant professor in the department of political science in a western U.S. research 
university. His university is a public institution and classified as Research 1 (doctoral 
universities: very high research activity) followed by the Carnegie Classification (2016-2017). 
He has taught for one year as a tenure-track faculty. He has two children and his wife is currently 
working on her Ph.D. in the United States. He believes that there are more research resources 
and opportunities in the United States compared to Taiwan. For the family reasons and his work, 
he chose to live and work in the United States.  
 
 




For international faculty, linguistic and cultural issues are common in their beginning 
careers. Jack carries a foreign accent, but he would consider it to be a common issue among 
international instructors. Although in the first interview he reported that did not hear from his 




students any complain of issues that might be caused by his accent, in Interview #3, when asked 
about feedback he received from student evaluations and annual reviews, his students made some 
comments on his English.  
Jack identifies himself as a bicultural person and scholar. By living in Taiwan and the 
United States and traveling in East Asian countries, he believes his cultural background served as 
an asset in teaching political science with his knowledge of both cultures. He views his Chinese 
background as a relative advantage in his field in teaching the course about East Asia. Although 
he stresses the importance of being bicultural, his emphasis on knowledge content that mainly 
comes from the textbook may not be understood by his students with his traditional lecturing 
style of teaching and his belief that testing taking is a better way for student learning.     
Jack is aware of the differences in students’ freedom in the classroom between Taiwan and the 
United States. However, he describes himself as a liberal instructor. In his opinion, as long as 
students do not influence others in the classroom, it does not matter to him whether they work 
with their laptops or eat in class. His challenge is that he must accommodate individual situations 
to enhance students’ motivation to learn as he teaches adult students who may have been 
married, have children and to work as part-time students.   
As a male international scholar, he feels that being a male faculty is quite privileged 
compared to a female faculty in the field of political science as “There are more males than 
females… some statistics showed that female scholars are less likely to get tenure” (Interview 
#3). Therefore, he believes that there is a need for supporting female faculty.  
In addition to the challenges in language and cultures, international faculty may also 
encounter challenges in academic standards, grading systems, and course expectations. In Jack’s 




interviews, he mentioned the differences in academic standards between Taiwan and the United 
States: 
We have a higher academic standard here for tenure in the U.S. I teach XXX, and we are 
required to publish articles in the top journal. But in Taiwan, there are different 
requirements. Just enough numbers [of articles] (Interview #2). 
In his university, his responsibilities include helping his students to get a job. Jack 
mentioned that this difference influenced how he designed a course differently. He would 
consider learning goals in the course design that differ from Taiwan. When asked about the 
biggest challenges resulting from his culture and personal background, Jack’s dilemma was to 
decide the amount of content knowledge students should develop. His students did not 
understand his views of teaching and learning:   
…during my teaching, when I write some examples from Singapore, South Korea, India, 
and most of the time, the students had no background for all of these countries. So in 
many situations, they did not understand why I write those examples and why those 
examples can teach them (Interview #2).  
In response to his strategies in handling adverse situations, Jack’s experience sharing 
included individual efforts and support he received from others. First, Jack has made his efforts 
in coping with teaching difficulties. For example, in Interview # 1 and #3, he discussed writing 
the script each time to prepare for the class and improving English by listening to the radio to 
strengthen his English proficiency. During his teaching, he observed students’ facial expressions 
to check their understanding. He mentioned that being clear about the syllabus and deadline for 
each assignment is very important to the success in teaching. Also, he tried to link his instruction 
to the real world. Additionally, Jack described that his mentor and colleagues served as 




supportive resources when he faced difficulties in teaching. However, the preparation of the 
course seemed to be the most upsetting to Jack in his first year of teaching. During Interview #3, 
Jack disclosed that his students complained "too much content” was taught in class. Because he 
taught a course for the first time, he was not able to obtain meaningful feedback. He managed to 
make changes to "strike a balance between making students informed and assigning too much 
reading to them" (Blog #1). Also, Jack described that his department chair also served as an 
important role in his learning to teach especially in his first year of tenure. He stressed his 
opinion that “at a research university, we assume that we all know how to teach” (Interview #2) 
and teachers need "more information and more training on teaching strategy" (Interview #2). In 
Interview #3, he also shared that the help he received from the Disability Resource Center was 
useful in terms of the request of the student's exam extension.  
Jack felt that his current teaching is exhausting, but he also noted that this experience is 
motivating and meaningful. He was always tired because of the overwhelming preparation for 
coursework. When he saw that he could use the trade war between China and the United States 
as well as the one between South Korea and Japan in his class, he became excited about teaching 
because he found his students were motivated and interested in his class. He looks forward to his 
success in his tenure. 
Jack’s resilience in teaching 
 Data from Jack’s interviews and blog prompts revealed that the lived experiences of 
teaching influenced his teaching career optimistically; additionally, he has had a positive 
transition into his current position. The following section uses Polidore’s (2004) eight resilience 
components to explain his resilience development. Some components were lumped together 




based on the connection of the findings. The same approach was used for the explanation of the 
other two participants' resilience in teaching.  
Positive perception and adjustment 
This section focuses on the following components: optimistic bias, change, and 
commitment. The first group of resilience components indicated that positive perception and 
adjustment deeply influenced Jack’s teaching. First, Jack shared scenarios that caused emotional 
moments in his class. One student asked Jack whether Jack could let him take and complete the 
midterm exam at home because of the student's English problems. The student also requested an 
extension during his examination. Jack mentioned this dilemma in deciding whether to 
accommodate this student's needs or not: 
I would not say that his request made me angry, but it indeed caused some problems 
because if I accommodated the student’s needs, then it would be unfair to other students 
for sure…but I also wanted to help that student because I can see that student wanted to 
learn (Interview #1). 
Concerning the coping strategies, Jack offered a study guide to the entire class and 
scheduled a meeting with that student to offer clarification in terms of how to prepare for the 
midterm exam. In addition, Jack received some help from the university's resource center that 
assisted students with disabilities. Jack referred the student to the Disability Resource Center 
(DRC) and suggested that the student apply for an extra hour extension for the exam from the 
DRC. He described that this experience was initially negative, but it turned out to be a positive 
experience:  
I have to spend extra time to deal with that students’ issues and I have to make the 
decision and I have to treat all students fairly so it took me a lot of time, but after I got 




help from the DRC, the difficulty was resolved because the DRC filed formal procedures 
to solve this problem (Interview #3).  
Another scenario that caused some negative emotional responses was from Jack’s 
political psychology class, although Jack viewed it as a learning experience and opportunity 
rather than being afraid of addressing these issues. Jack asked students to read a paper on 
whether people in the United States should support physical torture in prison or not. Students had 
to discuss why some people support torture in prison while others oppose it. Unexpectedly, the 
classroom discussion became confrontational because one student who moved from the Middle 
East to the United States for some political reasons had been tortured in his country. The student 
became angry because he could not comprehend why so many people in the United States 
supported torture in prison. Jack reflected on the scenario and proposed that he should consider 
students' feelings more in the planning such as providing readings for students for class 
discussions. Overall, Jack utilized the difficulties he encountered in teaching as a positive 
motivator and excellent learning experiences, as shown in the following:  
Now I have a better idea of what the students want me to teach and what kind of 
expectation that students have. So I think even though I spend much more time, I’m 
preparing more for the course than I expected before I started teaching. But all of the 
experiences are good to me (Interview #2). 
When reflecting upon the biggest transition from a doctoral student to a faculty member, 
Jack responded that it resulted from the changing roles and expectations. He described viewing 
himself as only a student who focused on research and maintained employment to survive when 
he was a student. On the other hand, he realized that his current obligation was to focus on the 
development of the department and university while serving as a faculty member. Jack viewed 




the different stages of his teaching career as a positive process. Jack described his feelings at the 
beginning of his career as “uncertainty”:  
I have no idea of their expectations for me so I have to say, in the first semester, I 
experienced a lot of uncertainty because I’m not sure what is the best way to teach that 
can benefit my students… that can let my students learn more from me. That’s what I 
thought in my first semesters, but I think things get much better now after I have taught 
here for two semesters (Interview #2). 
Compared to the beginning stage of his career, Jack’s experience at the time of the 
interview was comprised of a heavy teaching workload and a sense of responsibility. He 
described himself as “confident” and “satisfied” to fit in the position at the current stage:  
I believe I’m on the right track because after my first semester I got the teaching 
evaluation from students. So I know just now I have a better idea of what they really want 
me to do in teaching. I could have just followed what I have learned from my students 
and I’ve made some adjustments to my teaching (Interview #2). 
To summarize, Jack experienced a new faculty's challenges in dealing with  
individual students, students’ expectations for him, and his awareness of full preparation for 
teaching. He also recognized his roles as a faculty, but he viewed these experiences as learning 
opportunities rather than negative experiences.  
Teacher responsibility and the environment 
This section focuses on the following components: flexible locus of control, autonomy, 
the importance of education, positive relationship, and religion. The second group of resilience 
components revealed Jack's recognition of his teaching responsibilities and the influence of the 
academic environment. Jack’s experiences of teaching and students’ learning were classified as 




the internal locus of control. Jack described that most of the difficulties he faced in teaching were 
due to his lack of preparation before he took the university position. With sufficient support for 
different teaching methods and more information and training for a variety of teaching strategies, 
Jack believed that his teaching would improve. 
Moreover, Jack emphasized the importance of applying learned knowledge outside of the 
classroom and he always set a goal for his students. Jack will “always try to make the students 
understand that it is meaningful because even though you will not be a political scientist in the 
future, but still the knowledge about East Asia will help you for your career in the future” 
(Interview #3). By achieving the goal, he believed students could learn more from his class. 
Also, Jack believed that it was possible to prevent students from failing his class. For example, 
Jack mentioned that some students failed his class last semester because he did not set a clear 
deadline; therefore, at the end of the semester, students were not able to turn in all assignments 
on time. His strategy was to “set a deadline for each assignment throughout the whole semester 
rather than requiring that all assignments were due at the end of the semester” (Interview #3). 
Reflecting upon the last year's annual evaluation in Interview #3, Jack summarized three things 
that students shared about his teaching, including his accents, overwhelming course content, and 
hard-to-follow logic. He described that he had been trying to slow down his teaching and reduce 
the number of course materials. He mentioned that he tried to "strike a balance between making 
students informed and putting too much reading to them" (Blog #1); he shared that this balance 
was one of the efforts he had made since last semester. Besides, although Jack expected that 
students would complain about his English, he described that it was his responsibility to improve 
his English through practice regularly. 




The resilience component of a positive relationship was also seen in Jack’s teaching 
including the influence of environmental characteristics and his plan about the improvement. 
Jack always tried to maintain a good relationship with his colleagues. He described his 
colleagues as his valuable resources. On the other hand, Jack believed it is important to maintain 
a good rapport with students, and he admitted that this is an area he would and should improve. 
He proposed a plan to strengthen his interaction with students in the future.   
Particularly, although Jack did not practice any religion, he shared some religious 
experiences. Jack described that he attended a Bible study to become familiar with some 
religious thinking; specifically, he mentioned: "people in the United States are seriously 
influenced by the Bible" (Interview #3). Moreover, Jack used his knowledge about Buddhism 
and Christianity and applied them to his teaching; specifically, he compared these subjects to the 
course content. He believed that it is important to respect different religions. Also, Jack infused 
Confucius's philosophy in his class, but he would view it to be knowledge instead of religion. 
Although he appreciated the value of Confucius's ideas, Confucianism could be traced back to 
2,500 years and he did not see its effectiveness as a religious practice today. 
Case 2 Emily 
Emily has been in the United States for nine years. She received her undergraduate 
degree in Taiwan and earned her Ph.D. of a dual major in instructional systems technology and 
literacy, culture and language. In Taiwan, she had tutored elementary and secondary students for 
four to five years. In the United States, as a graduate assistant, she was assigned to work in a lab, 
updating websites and assisting with departmental events. Meanwhile, she taught undergraduate 
classes as an instructor with very positive perspectives:  




It helped a lot because I gained a lot of teaching experiences under the supervision of an 
experienced faculty and collaborated with a team of instructors. We would share ideas 
and observe senior instructors' teaching to improve our instructional practice (Blog #1). 
 Emily is an assistant professor in the department of educational studies with an emphasis 
in educational technology in a midwestern U.S. research university. Her university is a public 
institution and classified as Research 2 (doctoral universities: high research activity) based on the 
Carnegie Classification (2016-2017). She has taught for six years as an instructor in the United 
States and has taught for one year as a tenure-track faculty. Her husband is working in the United 
States and she is happy to live and enjoy her life here. For the family reason, she has decided to 
live and work in the United States.  
As an international faculty, Emily shared her teaching experiences about linguistic and 
cultural issues in the beginning career. Emily had never encountered any issues concerning her 
accents, but she did mention that the language barrier remained to exist as her minor concern. 
While she did not believe her cultural background to be a challenge, Emily still admitted, “there 
is a lack of understanding of cultural references” (Interview #2) as a sign of inefficient 
knowledge of cultural capital. 
Emily considered herself as a bicultural teacher. Although she believes her teaching was 
deeply influenced by Western philosophy, she used examples from her experiences in Taiwan. 
She viewed her international background as an advantage in teaching.  
Emily was aware of some differences in classroom behaviors between the students in 
Taiwan and the United States. When sharing her experiences related to formal classroom 
behaviors, Emily responded, "In comparison with Taiwanese students, American students are 
more active and more engaged in classroom discussions, and that's what I expect to happen in the 




class" (Interview #1). She was not surprised by the difference and accepted different classroom 
teaching cultures. 
When asked about her experiences as a female international scholar, she said that she 
needed to put extra efforts to establish her authoritative figure in her class with older male 
graduate students. However, in general, she considered being a female scholar as an advantage to 
get closer to her students because most of her students in the field of education are females. In 
discussing how her background influenced her career, she believed her international background 
became a hinderance that influenced her academic career: 
…there are barriers for me to get those positions in the department because of my 
international faculty identity…Although I do not have strong accents, it's still a barrier 
particularly with those leadership positions in the department or even at the college level 
(Interview #3). 
Moreover, Emily shared her experiences regarding the use of her first name or her title as 
a professor that her students used in the communications with her. She explained, “It is a U.S. 
culture, or maybe an institutional culture” (Interview #1) and “it’s different from place to place” 
(Interview #1). She would like to be called by her students as Dr. XXX or Professor XXX while 
her students in her university called her by first name, which differed from her previous 
university. She believed that being called with her professional title means she would be 
respected and “keep a certain distance from the students and hold some level of authority” 
(Interview #1), particularly in her class.    
A third example of formal classroom behaviors associated with the religious or political 
topics in the classroom. Referring to the course she taught, Social Historical Foundation of 
Education, Emily explained, “Religious issues are the same as we talked about personal issues no 




matter whether religions should be part of curriculum or part of teachers’ job. We talked about 
immigration issues, LGBT issues, etc.” (Interview #1). She commented that some topics would 
be inappropriate in Taiwan.  
As an Asian faculty, Emily had both negative and positive experiences regarding 
informal classroom behaviors. Students always raise their hands in class when they want to 
participate in the dialogue or discussion or when they have questions. She would allow her 
students to bring food to class, but her U.S. students did not do so. In her opinion, her students 
also dress too informally in class in comparison with students in Taiwan. Below is an example of 
how Emily would expect her students to call her title in the email communications: 
[I] expect students to begin their emails to me with Dear Professor xxx, or Dear Dr. 
XXX. [I] expect them to have the title from the very beginning of the email. Some 
students or even graduate students don’t understand that (Interview #1).  
Acknowledging the cultural difference, she also found that her non-native background 
could not satisfy her students. She further expounded, "Some students complain about me 
because I am a non-native speaker, and that was why I did not give clear instruction." (Interview 
#1). Some students communicated with her via email even with a rude tone as some of her 
students were much older and had more teaching experiences than her. 
 Additionally, Emily experienced adverse situations in relation to course expectations. 
During the interview, she shared her experiences in teaching an online course. The student 
evaluation did not show a positive evaluation of the course content because the students thought 
the course was too theoretical. Also, students did not appreciate the weekly due dates because it 
was too overwhelming for them. After she consulted with a friend from a different institution but 
in the same academic field, she reduced the workload for students with more practical course 




content. As a result, “Things worked well and the students were very engaged. They enjoyed the 
redesigned courses” (Interview #2).  
On the other hand, Emily had positive experiences in her teaching. With positive student 
evaluations, Emily was motivated for teaching. Her students reported that she was well 
organized in lesson planning and that she was very passionate about what she was teaching. She 
described that positive emotions came from “students when they tell you how much they 
appreciated you” (Interview #2). 
Emily’s biculturalness and coping with difficulties  
Emily’s interviews and blog prompts provided information about her perception and 
adjustment. Her individual efforts in teaching played a more significant role compared to the 
institutional support that she had received. In addition, a reflection prompt confirmed data from 
interviews and blog prompts. 
 
 
Figure 4. 2 Emily's Major Difficulties  
 




When asked about her unique personality traits that helped her survival, Emily described 
herself as a scholar of "hard-working" and "responsible” and a “reliable” person. Her cultural 
heritage also influenced her professional identity development. Moreover, she believed being a 
little dramatic in teaching would entertain her students and made her instruction more enjoyable.  
Emily defines herself as a bicultural instructor. Emily constructed her bi-culturalness without 
hesitating to use her experiences in Taiwan. She would use examples from Taiwan in class 
considering "what American teachers and students are more interested in" (Interview #1). She 
managed to become a teacher who uses both teacher-centered and student-centered approaches. 
Emily followed the student-centered approach. Emily emphasized that her style is “my style” 
(Interview #2) which indicated that her teaching was influenced by neither Asian nor U.S. 
culture. However, later in the same interview, she mentioned that her teaching was more 
Western-style because she attempted to make her instruction more applicable and relevant.   
Regarding the assessment, Emily understood the usefulness of the philosophy of assessment in 
two cultures. In her Social Foundation of Education course, she assigned students to do tests and 
exams for learning. She believed this came from her Taiwanese cultures. In her evaluation, she 
received positive comments from her students. She used more hands-on projects in a smaller 
class and established a good relationship with students.  
Emily recognized the resources of her growth such as her friends. She believed that they 
provided important support whenever she encountered difficulties in teaching. Especially, the 
peer support played a crucial role in her teaching:  
New faculty members in the same field. If they have a similar experience, they will share 
with me. It’s kind of our way to deal with what’s happening in our teaching. It’s an 




emotional outlet when you are talking about what’s happening. It also helps with the 
brainstorm or any solutions (Interview #2). 
In addition to individual efforts, Emily received mentoring from her mentors and 
colleagues. She agreed that mentoring from the institution helped her to teach better. Emily did 
not utilize other university resources that she could access when she faced difficulties in teaching 
although she was aware of them. She believed that she was well-trained in terms of curriculum 
and instruction. She believed her difficulties were minor and she only needed to adjust her 
experiences towards students’ performance and adjusted her teaching style. 
Emily’s resilience in teaching  
Data from Emily’s interviews and blog prompts revealed that the lived experiences of 
teaching influenced her teaching career positively; additionally, the transition into her position 
has been a positive adjustment. The following section reported the findings of Polidore’s (2004) 
resilience components.  
Influences of teaching philosophy and learning experiences 
This section focuses on two components: flexible locus of control and the importance of 
education. The first group of resilience components showed that Emily’s learning to teach was 
significantly affected by her teaching philosophy and accumulated learning experiences. First, 
Emily was flexible in using each locus of control in teaching and students’ learning. In terms of 
the use of external locus of control, she described that it is not uncommon that a teacher 
encounters with student issues in teaching: 
…if a student is not doing well in your class and then getting lower grades, she may think 
it’s your fault. That’s not the thing I can control, and this kind of students will appear in 
the future for sure (Interview #3).  




In terms of the internal locus of control, Emily agreed that it could be a good learning 
experience that prepares her to handle the same situation in the future. She commented that 
learning how to cope with the same type of students and better address the feelings associated 
with a student’s failure would be helpful.  
Moreover, Emily shared her perspectives on teaching. She believed that "students won't 
have absolute control over the curriculum" (Interview #3) but as a teacher, she will try her best to 
"give the students to have the options to have ownership of what they are learning" (Interview 
#3). Emily also summarized three things that were considered important in teaching such as 
interactions, being reflective, and authentic learning. For example, Emily always incorporated 
interactive activities for students to stay engaged in class. Because Emily considered being 
reflective to be an important characteristic for a teacher, she would constantly engage students in 
reflection activities to think about their teaching philosophies. Emily believes in authentic 
learning (See Interview #3 and Blog #3) so she asked her students to build e-portfolios or digital 
stories so that students could apply these for future academic and professional roles.  
Complicated feelings and positive progress in teaching 
This section focuses on the following components: optimistic bias, commitment, and 
change. The second group of resilience components specified Emily’s complicated feelings 
towards adversity and positive progress in teaching. Responding to the question of the 
difficulties in teaching, Emily first described those difficulties that increased “the sense of 
frustration” (Interview #3) and “the challenge of being a teacher” (Interview #3). One of the 
examples Emily shared was the situation that caused negative feelings. In the online course she 
was teaching, one student with social disorders and learning disability issues did not show 
respect. Emily lamented: 




I was trying to be a little tolerant of her words. There was one time when she kept bailing. 
At the meeting, I got a little bit frustrated and angry…so I also used stronger words to tell 
her that she is not supposed to…bailing at the meetings that way. So she got mad at me 
and thought I was too rude to her. At the end of the semester course evaluation, she called 
me ‘a tyrant’ (Interview #2). 
Emily described her emotional feelings at that moment as “infuriated” and “frustrated” 
when she found out that the student called her “a tyrant” in her evaluation of the online course 
she taught for the first time. Emily confessed that she later consulted her friend in the same field 
and made some changes. She reported that her students felt more engaged. Emily agreed that the 
frustrating experiences or difficulties she faced essentially helped her prepare more effectively 
when facing rudeness from the students:  
Essentially you encounter this kind of scenario, so you now know this situation might 
happen and so next time when you run into this kind of student, you probably get a better 
sense of how you are going to deal with them (Interview #3).  
When reflecting upon teaching responsibilities, Emily was committed to her teaching 
career by observing colleagues’ classes and designing new activities in her online class. During 
her transition from a doctoral student to a faculty member, Emily listened to the professors’ 
advice as she respected her advisor’s advice as a doctoral student. As a faculty, she had more 
autonomy than before when she was a student, but it also meant that independence is more 
expected for her assigned tasks. The biggest challenge for Emily's transition into a faculty 
resulted from adjusting to a new institutional culture. She stated that the current department had 
“a lot of politics going on and I am not good at it” (Blog #2). She realized that she should put 
more effort into learning how to adjust to the new department culture.  




In regard to the teaching progress, Emily viewed her chances in the teaching career as a 
positive process. She described her feelings in the beginning teaching as “nervous”, “shocking”, 
and “exhausted”. One slightly shocking moment resulted from the differences between the 
student organizations at the current institution compared to the previous one. In comparison to 
the beginning of the teaching, she felt a lot more “confident” after teaching for two semesters. 
Consistent with her description of the reflection prompt, this confidence also came from her 
teaching experiences while she was in the doctoral program.  
Reflective teaching and building rapport with students 
This section focuses on the following components: autonomy and positive relationship. 
The third group of resilience components highlighted the importance of reflective teaching and 
positive relationships with students in Emily’s teaching. Reflecting upon the last year’s annual 
evaluation, Emily summarized one negative and two positive results. The positive ones included 
being well organized and being very passionate about teaching. The feedback of her needed 
improvements included her lack of k-12 teaching experiences in the United States, which is 
crucial to her current teaching roles as a teacher educator. Emily’s response was very humble and 
viewed these frustrating experiences in teaching as good learning experiences that prepared her 
to deal with similar situations.  
Furthermore, Emily described her as not being a very sociable person. Reflecting upon 
the relationships with colleagues or mentors, Emily mentioned that she did not have a close 
relationship with the mentor at the current institution although she asked them questions 
sometimes. The primary reference for her to deal with adverse situations was friends who were 
also new faculty in the same field. These responses were revealed in Emily’s Interview #2, Blog 




#1 and Reflection Prompt. She also planned to build a close relationship with her students in the 
future:  
Especially in teacher education, students can be one of our resources. They can be invited 
as guest speakers in class. We can even take our teacher candidates to visit their 
universities and classrooms and then observe their teaching. So I feel like it’s good to 
have a personal relationship with students (Interview #3).  
In particular, Emily did not believe in any religion. She described that her teaching was 
influenced by Western philosophy. The support Emily received from her friends and family 
helped her overcome adverse situations.  
Case 3 Lili 
Lili has been in the United States for nine years. She studied her undergraduate degree in 
Taiwan and earned her master’s and Ph.D. in mass communication from a U.S. southern 
university. Prior to the master’s and doctoral journey, she never taught in Taiwan. In the United 
States, she taught for four years as an instructor in the doctoral program.  Her teaching 
experiences made her survive in the first semester of teaching: "[It] allowed me to have more 
time to adjust my life in a new city" (Blog #1). 
Lili is an assistant professor in the department of strategic communication in a southern 
U.S. research university. Her university is a private institution and was classified as Research 1 
(doctoral universities: very high research activity) followed by the Carnegie classification (2016-
2017). She has taught for one year as a tenure-track faculty. She believes that there are more 
research opportunities and resources in the United States compared to Taiwan. Especially, she 
highlighted that her institution offered many research funding opportunities and resources for the 
junior faculty team. With this appreciation, she chose to live and work in the United States.   




Lili describes herself as “caring, helpful, responsive, cultural, and flexible”. Lili would have a 
clear professional boundary between her and students, separating her personal life from her 
professional life. She would never hang out with students after class or share her social media 
with her students. She would never like her students to call her first name. Lili said: 
Sometimes they don't call your name, or they don't use your title. They just say ‘HI, 
there!' or they'll just directly begin their communication in email. So starting from the 
second semester, I announced how I expect them to call me in their emails in my class 
and I also have that in my syllabus. I don't reply to an email that doesn't use my title or 
name (Interview #1). 
During her interviews, she emphasized the importance of building a good relationship in 
the classroom. She pulled her attention to building a good relationship with her students in her 
class through her self-introduction and presenting her cultures:    
At the beginning of a class or the beginning of the semester, I would introduce my 
cultural background, so they know the differences and similarities between me and them.  
(Interview #1) 
When asked Lili about her experiences as a female international scholar, she did not feel 
any disadvantages as a female teacher in her field. On the contrary, being a female teacher made 
her feel closer to her students and colleagues. Lili considered herself a mix of Taiwanese and 
U.S. culture. She viewed her international background as an advantage in teaching and she 
would use examples from Taiwan in her class as well. She felt that being culturally sensitive was 
not very easy. Lili was aware of the difference in classroom behaviors between the students in 
Taiwan and the United States; she found that U.S. students are more willing to participate in the 
classroom discussion and are not afraid of asking and answering questions. In comparison, 




students in Taiwan are more passive in the classroom. Lili mentioned that the level of 
engagement in classroom activities is the trigger in the dynamic in the classroom.  
Besides the experiences in language and cultures, Lili disclosed other challenges in 
academic standards, grading systems, and course expectations. During the interviews, Lili 
explained that she expected her students to achieve some level of academic standards with her 
flexible assignment extension policy. She would feel upset when she saw students did poorly 
because they rejected her offered help. She pointed out the differences between a public 
university and a private university, “In a private university, students have very high expectation 
to get an A” (Interview #2). She felt that some level of efforts may lead to a high grade, but she 
was frustrated when students in a private university asked her to give them an A when they did 
not make any effort. In her opinion, because the major is journalism, if her students were given 
open-book tests, that would not challenge students enough.  
 Upon reflecting on her positive experiences in teaching as a faculty at the current 
university, Lili mentioned that positive student evaluations really motivated her teaching. 
Although she said her priority at a research university was to publish, the evaluations really 
motivated her to do better in her teaching when she heard students’ comments: “I really learned a 















Lili’s support for teaching  
Lili honestly confessed that teaching is not her priority: 
I’m in Research 1 university so …teaching is more like my obligation. This is what my 
career looks like in a Research 1 university. I think I should not have put a lot of efforts 
into teaching even though I feel I should not say so in here. Our mentors will tell us, 
‘Don’t spend too much time on teaching. You get to publish your research first’ 
(Interview #2). 
The department chair, mentors, and advisors were the main resources Lili used to 
overcome her challenges in teaching. Lili gained peer support from her colleagues who discussed 
issues in teaching in another institution. Lili also had a good relationship with her advisors and 
mentors who provided advice when she was in difficulties. To build a relationship with her 
students, she introduced her personal background in the first class, being relatable and involved 




in more interactions with students. Additionally, her timely responses to emails impressed her 
students as a professor who cared for her students. 
Lili’s resilience in teaching  
Data from Lili’s interviews and blog prompts as well as the reflection prompt revealed 
that the lived experiences of teaching influenced her teaching career optimistically; additionally, 
she has had a positive transition into her current position. The following section explains her 
resilience development based on Polidore’s (2004) eight resilience components.   
Influence of religious beliefs and the meaning of teaching 
This section focuses on the following components: commitment, positive relationship, 
education is important, and religion. The first group of resilience components outlined the 
influence of religious beliefs and the meaning of teaching in her beginning teaching. First, 
religion influenced Lili’s teaching. As a Christian, she described: 
I do believe I have certain control over my teaching, and I try to do my best and I will 
leave the decision or outcome to God. I already tried my best so there is nothing I need to 
even worry about after I tried my best. I would just leave it in God’s hands (Interview 
#3).  
One of the examples Lili shared was that she would do midterm checkups with students 
to make changes before the end of the semester. With her Christian beliefs, she was not 
concerned about her evaluations at the end of the semester as long as she tried her best.   
Furthermore, Lili was aware of the changing role and responsibilities between a TA and a 
faculty. Referring to her transition from a Ph.D. student into a faculty member, Lili highlighted 
the difference as the power relation. She described, “Students would respect an instructor more 
than a TA which means they wouldn't give an instructor a hard time as they would to a TA" 




(Blog #1). She noticed the shifting of her role and was committed to her responsibilities as a 
teacher. For example, she mentioned that she had to learn how to allocate her time because it was 
her first time teaching two courses compared to only one course as a doctoral student. Moreover, 
she was committed to providing engaging activities in her teaching. She incorporated different 
kinds of activities and always made sure her classes were engaging and interactive. She 
described that teaching is more like a relationship management process and she had been trying 
to improve each semester. More importantly, she was committed to improving her teaching 
based on "learning and making meaning" indicating that "the best way is to learn from 
experiences" (Reflection Prompt). Being reflective about her experiences gave her opportunities 
to develop resilience in teaching. 
Remarkably, Lili identified the meaning of teaching and emphasized the importance of 
building a good relationship with students and colleagues. She mentioned, “We have to be 
appreciated when people are trying to help us out. That is why I always have very good 
relationships with my mentors and advisors” (Interview #2). Consistent with the second 
interview and reflection prompt, she would also consult her chair or colleagues who have more 
experiences than her. Moreover, she believed that two-way communication plays an important 
role in building a good relationship with students. She believed that having regular and 
spontaneous conversations with students helped increase the level of closeness. These responses 
were revealed in Interview #1, Interview #2, Interview #3, Blog #2 and Blog #3. 
Continuous learning and positive accommodations 
This section focuses on the following components: optimistic bias and change. The 
second group of resilience components specified that teaching is an ongoing learning process and 
Lili made positive accommodations based on students’ needs. First, Lili’s negative or positive 




experiences in teaching were seen. She viewed student evaluations as an important resource 
where she could revise and improve the course content and syllabi. She considered students’ 
feedback as a type of motivation in her continuous endeavor to improve her teaching. Lili’s 
students possessed diverse cultural backgrounds with 70% international students. Teaching these 
students was an eye-opening experience and made her an enjoyable process of learning and 
teaching.   
Lili also had the experiences that caused her negative feelings. In one class, her student 
reported that she was not treated well by her peers in a group presentation. The student believed 
that her peers did not give her a higher score for her work because she is an international student.  
Lili responded to her in an email:    
The feedback from students did not target any team member and the feedback is very 
useful. They did not judge you because of your accents, grammatical errors, etc., but 
because you did not have interactions with students (Interview #2).  
Lili described it as a dilemma for her because she was an international student. Her 
international students expected more tolerance from her: “I feel like it is a big challenge for me 
because the students didn’t like to be judged in front of people and they liked to develop group 
interests” (Interview #2).   
Lili was goal-oriented and always "move[d] to find something positive about the 
[negative] situation" (Reflection Prompt). Lili was challenged when she moved to the current 
institution from the previous university with the different students’ demographics. Her students 
did not work hard as much as she expected. As a caring and flexible instructor, she would 
provide students with an opportunity to resubmit their work. However, not all of her students 
understood this and took advantage of the grading policy.    




In addition, Lili viewed her changes at different stages in the teacher career as a positive 
process. Relocating from a public university to a private university on the East Coast was a big 
transition to her. She experienced different situations in her previous university and the current 
university. One thing that challenged her was to adjust her expectations for her students in the 
two different universities. During the second interview, Lili said her teaching was better 
compared to her first semester because she knew how to deal with potential problems and what 
her students needed. Consistent with the first blog prompt, she described that she felt pretty good 
about her present position regarding her adjustment and adaptation at her current university.  
Teaching responsibility 
This section focuses on the following components: flexible locus of control and 
autonomy. The third group of resilience components indicated Lili’s perspectives about the 
faculty's responsibility. In teaching, she believed that she had control over her preparation of the 
syllabus and instruction. She viewed her teaching as a mission aligned with her standards and she 
would try to prepare for lesson plans and teach from her students’ perspectives. Moreover, she 
believed that it was her responsibility to ensure her students’ success. For example, she would 
make appointments with students at risk and tried to figure out why they did not perform well.    
Reflecting upon the last year’s annual evaluation, Lili summarized three positive parts 
including doing midterm checkups, being caring and understanding, and engaging interactive 
activities in class. Regarding her students' career planning in the future, Lili described, “it’s not 
my responsibility to help them get a job, but it’s my responsibility to teach them well so they can 
get a job” (Interview #3).   





In this section, the categories that emerged from the previous sections were compared and 
contrasted with a cross-case analysis. In this section, I synthesized each international faculty’s 
lived experiences to determine the reoccurring categories and subcategories. Major themes 
emerged from the cross-case analysis and are discussed in the following section. Figure 4.4, 4.5, 
and 4.6 illustrates the three categories and subcategories.  
 
 



























































Theme 3: Resilience 






















Teaching difficulties in lived experiences of teaching/perezhivanie  
The following difficulties were identified among the participants: linguistic and cultural 
aspects in teaching, teaching requirements, positive personal attributes and perceptions of 
teaching, and needed support. Each of the categories comprised of multiple subcategories that 
differed in each individual case. The following section represents a compare and contrast 
analysis within each type of major difficulties and coping strategies among the three cases.  
Three selected participants came from Taiwan after they completed their undergraduate 
education. Each faculty indicated the unique linguistic issues. Jack faced a specific linguistics-
related issue associated with foreign accents. Emily identified two specific issues related to 
language barriers and understanding of cultural references, while Lili indicated one specific issue 
related to word pronunciation. All participants would overcome the difficulties. Jack would 
improve his foreign accent by practicing it, Emily would be open to the target culture, and Lili 
would have her students pronounce unknown words for her. Considering their native culture is a 
hidden curriculum (Foote, 2013), they integrated their native culture into teaching. In addition to 
their linguistic issues, all of them reported the use of their international backgrounds in teaching 
but their experiences in cultural differences differed in each case. For example, Jack identified 
specific difficulties associated with the level of students’ freedom, Emily noted the specific 
difficulty related to rapport building. How they would want their students to use addressing 
terms with them in the communications in the case of Emily and Lili showed there were 
culturally different perceptions about professionalism between them and students and the 
differences influenced their relationship building.  
The participants had different experiences in Taiwan and reported their journey of 
teaching that involved academic standards, grading system, and course expectations. Jack 




specified the difficulty between his students’ expectations towards the course content. Emily 
noted a specific difficulty, which was student evaluations from an online course. Lili faced two 
specific difficulties associated with a lower level of student achievements and students' higher 
expectations towards receiving a high grade. Their experiences in Taiwan and in the United 
States, as well as their personal characteristics, influenced their perceptions of their teaching. 
Regarding their teaching attributes, they described themselves as accommodating 
students' needs, being a bicultural, strong sense of teacher identity, caring, helpfulness, 
flexibility, treating students equally, and maintaining a good relationship. These attributes were 
also related to their philosophical beliefs and further influenced their teaching. Each faculty 
possessed unique teaching styles and perceived their teaching differently. In particular, Emily 
identified specific perceptions of teaching including the sense of “my style” type of teaching and 
different assessment in different types of courses. Also, Lili noted specific perceptions of 
teaching such as using the communication management process to decrease the negative 
influences from her native background.  
 Interestingly, Jack and Emily described their teaching with an emphasis on content and 
lecturing. Their teaching philosophy made them focus on content knowledge and lecturing the 
content. The faculty recognized students’ negative evaluations of their teaching styles, and they 
accepted their evaluations and their needed improvements. However, Lili’s case was concerning. 
Both she and her mentor believed that research is the focus of her career and that teaching is less 
important. Lili’s perceptions about tenure indicated how that international faculty members 
might be influenced by the higher education culture more than their personal or cultural beliefs 
of teaching that their previous educational philosophies or experiences bring.    




Institutional and individual support were investigated in this study. Mentorship and 
advising were identified among the participants. Emily did not believe the department chair as a 
resource when she needed help in teaching. However, Jack indicated that the department chair 
can serve a resource when he needs ideas for teaching while Lili mentioned that department chair 
helped her to connect to local resources to locate potential guest speakers. Jack also noted that 
the university resource-the Disability Resource Center was helpful when he had to deal with one 
student's request for an extra hour extension for the exam, while the other two participants did 
not utilize the university resources. Because of personal and cultural differences, participants' 
coping strategies varied. Emily and Lili identified peer support as one of the main resources in 
their academic career, but participants strived to manage different issues with their own efforts.   
Resilience components 
The second research question aimed to explore the specific aspects of international 
faculty members’ resilience development based on Polidore’s (2004) eight resilience 
components. Each of the participants’ resilience development experiences varied, which 
reflected the uniqueness of each individual’s perezhivanie in learning to teach. Except for the 
eight components, additional resilience components were identified: 1) being bicultural, 2) 
gender influence as positivity, 3) past relevant teaching experiences, 4) positive experiences as 
motivation, and 5) recommendation to future international scholars. The three cases showed that 
international faculty’s prior cultural and educational experiences were transferred to classroom 
teaching and those negative or positive experiences influenced their teaching and resilience 
development, although each of the participants did not develop their resilience in teaching in the 
same ways.    




Religion, commitment, and importance of education 
  Three components of resilience involved participants’ beliefs and teaching practices. 
Jack and Emily did not report any religious influences because both did not believe in any 
religion. Religious beliefs were evident in Lili's preparation of teaching. She believed in effort 
making and her spiritual world is associated with her perceptions of students’ evaluations.    
The participants’ commitment to their activities in teaching was evident. They actively 
incorporated and engaged in different classroom activities to maximize their students’ learning. 
They also believed building a good relationship with colleagues would be beneficial, especially 
when they needed help in teaching. 
The participants believed in the application of knowledge in the real world. The idea of 
authentic learning was revealed in their teaching. They also believed in having an interactive and 
engaging classroom to increase students’ interests in learning. Moreover, they viewed education 
as more than just teaching, it also involved a relationship management process. Education was 
viewed as a way of life in their teaching career and they made efforts in improving their 
instructions based on student evaluations or annual reviews. 
Autonomy, flexible locus of control, and positive relationship 
Throughout the process of learning to teach, the faculty had built a sense of confidence 
and a sense of worth in their learning to teach. Their perezhivanie served as a drive in developing 
a sense of autonomy. They were responsible for their thoughts, actions, and feelings when facing 
adversity, and strived to find solutions and adjust their emotions and feelings. 
Although a flexible locus of control was found in each of the three participants’ teaching, 
the types of locus control differed in each of them. For example, Jack believed his teaching and 
students’ learning were classified as an internal locus of control because he considered that both 




were avoidable. He believed that as long as he reduced the amount of information he taught in 
class and kept the importance of application of the knowledge in the real industry in mind, it 
would increase students’ interest in learning about East Asia politics. On the other hand, both 
Emily and Lili used a flexible locus of control in their teaching and students’ learning. Emily 
believed that she had control over her teaching, but she did not have control over what types of 
students she will have in the future. She said it is not inevitable and she just needed to learn to 
adjust her feelings. Lili believed that she had control over her teaching, and she would try to 
approach students to find out if they had any problems in learning. However, Lili also felt that it 
would be out of her control if students did not want to make improvements after her attempts of 
trying to help them learn. With evident efforts, all participants adapted to the current institutions, 
new department culture and accommodate their students’ needs.   
 A positive relationship served as a prevalent theme throughout the data. All participants 
believed that building a positive relationship is important and beneficial for their career. They 
also believed that building a rapport with students would be beneficial. In addition to positive 
support from family and friends, other sources such as mentors, colleagues, department chairs, 
and advisors were positive influences in their learning to teach. 
Optimistic bias and change 
 Although the difficulties and challenges were varied, the faculty viewed the difficulties as 
positive and good learning experiences. Jack shared two scenarios, including a student’s request 
in terms of exam extension and sensitive topics associated with an immigrant student. Emily 
shared two scenarios, which were both related to negative student evaluations. One was related 
to a student's poor performance in class and rude words in student evaluation, while the other 
was related to the student comments regarding the online course suggesting that the course was 




too theoretical, and the due dates were too overwhelming. In Lili’s three scenarios, two 
complaints were about sensitive topics between China and Taiwan and the other one was related 
to an international student’s expectation. All participants indicated that they had solutions to 
those negative experiences. For instance, Jack mentioned that he provided the study guide to the 
student who showed poor English proficiency and will plan to let students have psychological 
preparation in terms of what they will read. He will also provide more options for students to 
choose readings. On the other hand, Emily tried to communicate with the student and also 
adjusted her online course to make it more engaging. Lili mentioned that she will plan to avoid 
using global maps when introducing her native country and explained to the student that the 
feedback is sent out to all groups. Notably, Emily's responses revealed the complexity of the 
difficulties she encountered. She first viewed difficulties she encountered as increasing the level 
of frustration and challenge in her teaching but in the end, she felt that the adversity aided her 
learning to teach especially in the preparation of the same incidents in the future. 
All participants showed positivity in terms of making changes in their teaching. They 
improved their teaching based on students’ evaluations or annual reviews. Moreover, the 
evolution of their feelings at different stages of their teaching career also showed a positive 
transformation. All participants indicated a positive transformation between the beginning and 
the current stages of their respective careers. For instance, Jack identified that he was uncertain 
at the beginning of his career in teaching; however, he became confident, satisfied, and fit in 
because of the level of adjustments he had made and the sense of responsibility. Emily noted that 
she was nervous and exhausted, and the teaching was shocking at the beginning of her career. At 
the current stage of her career, she felt an increasing level of comfortability in teaching. In 
addition, Lili described her teaching at the beginning of the career as different and she made 




changes to adjust to the new environment; she felt that her teaching was smooth at the current 
stage of her career. They made successful transitions from doctoral students to early-career 
faculty. They realized their role changes as well as their responsibilities as a faculty at a research 
university.  
Additional emergent components of resilience  
Being bicultural 
All participants indicated that being bicultural or their bicultural/international background 
signified positivity in their teaching. In the field of political science, Jack applied his knowledge 
and background in teaching East Asian topics in his class; in educational technology, Emily used 
her background to help students understand specific terms; and in her communication class, Lili 
applied case examples from Taiwan to help students develop a better picture of what the Asian 
communication industry looks like. Being bicultural helped them understand the target culture 
while maintaining their native culture; coming from a Chinese background helped instill their 
prior knowledge or experiences in teaching, which was an advantage for students who were 
unfamiliar with other cultures.  
Gender influence as positivity 
All participants’ gender influence showed positivity in their field. Gender did influence 
their career depending on their field and the amount of male and female students. One male 
participant considered being a male faculty a privilege in political science because there were 
more male students in his field and research showed that male scholars in his field appeared to be 
more likely to receive tenure while the other two female faculty considered being a female 
faculty as an advantage because they had more female students in their fields-educational 
technology and strategic communications.   




Past relevant teaching experiences 
No influence was found by Jack related to his current teaching because he did not have 
ample teaching experiences while he was in the doctoral program. However, Emily and Lili 
shared the positive impact of their graduate assistant experiences because both participants 
mentioned that they taught while in their doctoral programs; these teaching experiences 
positively influenced their pedagogical practices and teaching at the current university.  
Positive experiences as motivation 
Negative experiences including difficulties or challenges contributed to their resilience 
development, while positive experiences served as a catalyst in developing their resilience in 
teaching for the participants. The data revealed positive experiences from each of the three 
participants. Jack identified a positive student response as motivation in his learning to teach. 
Emily and Lili both identified positive student evaluations as motivation in their learning to 
teach. Lili especially stated that those types of evaluations served a drive to motivate her to teach 
better. 
Recommendations based on experiences 
In a total of eight recommendations among the participants, Jack identified a subtotal of 
two, Emily had two, and Lili had four. In particular, all participants shared that maintaining 
and/or building a good interaction and relationship with students is important. In addition, Emily 
and Lili shared that being relatable, being familiar with the target culture, and using native 
culture as a resource in class is useful. On the other hand, Jack suggested discussing teaching 
experiences with colleagues is paramount to improving one’s teaching. In addition, Lili 
suggested using different types of activities in class and choosing materials that keep students 
engaged and interactive in class is critical to success as a professor.  




The section of additional resilience components found in the study denotes the following 
aspects. First, international faculty members developed a bicultural identity in their teaching. 
They viewed their international background as an advantage either in teaching their area of 
emphasis or in explaining specific concepts. They are bicultural as they also respected the U.S. 
culture and integrated both cultural aspects in teaching.  
Second, gender influence did not impede faculty members’ teaching, yet, it contributed to 
their teaching. This is attributed to the area of emphasis they are teaching as the faculty members 
noted the unevenly distributed number of males and females in their field. Inconsistent with the 
previous studies (Cooksey & Cole, 2012; Kim, Hogge, Mok, & Nishida, 2014; Skachkova, 
2007), gender differences in this study were reported to build rapport with students rather than 
being treated as a hindrance in teaching. 
Third, faculty members highlighted the heavy workload working at a research institution 
as they need to spend extra time and intensive efforts on research. Relevant graduate teaching 
experiences in the doctoral program helped faculty members' teaching, especially at the early-
career stages.  
Fourth, not only did negative experiences aid the faculty members develop their 
resilience, but positive ones also contributed to their resilience construction. Through the positive 
and pleasant teaching experiences, they were motived to improve teaching better and further 
built self-confidence and a sense of worth. 
Last, learned knowledge based on their accumulated teaching experiences guided faculty 
members to develop resilience. Through the sharing experiences with future scholars, faculty 
members found the sense of commitment and relevance to their academic environment. 




Meanwhile, they reflected on their teaching and composed a future plan in improving it. By 
doing so, they made their teaching meaningful throughout sharing and reflection.   
Summary 
 This chapter reported the findings between each of the three cases in the study. The 
chapter began with the description of each of the three cases followed by the coding results of 
the data analysis through the thematic analysis mentioned in Chapter Three. Each of the three 
cases was reported and described based on the categories and subcategories, the results of the 
cross-case analysis were represented, and the major themes that emerged from the findings were 
discussed. The three cases were compared and contrasted based on categories and subcategories. 
Similarities and differences were obtained because each of the three cases shared some 
categories and subcategories and identified unique categories and subcategories as well. The 
subsequent chapter provides a discussion of the findings.  





DISCUSSION OF FINDINGS 
The chapter first discusses findings of the reviewed literature and the contributions to the 
theories. The implications of the study concerning the potential limitations of the study and 
recommendations for future research are also presented. The final section offers a conclusion.  
Using perezhivanie (Vygotsky, 1965, 1971, 1994, 1998) and resilience theory (Polidore, 2004) 
as the theoretical framework, this multiple-case design explored international faculty members' 
lived experiences/perezhivanie of teaching and their resilience development. For this research 
focus, perezhivanie was examined as meaningful or memorable emotional-lived-experiences that 
focused on difficulties faced in teaching and forms of mediation adopted to mitigate the adverse 
situations. Moreover, teaching in this study was examined in specific domains including 
linguistic and cultural aspects in teaching, academic standards, grading systems, and course 
expectations. Thus, the researcher probed the major teaching difficulties participants identified, 
explored the coping strategies they adopted to overcome adversity, and understand the specific 
aspects that contributed to their resilience development. To strengthen the validity and credibility 
of the data (Creswell, 2014a; Yin, 2003b) data was collected through three phases and with 
multiple sources including individual interviews, blog prompts, and reflection prompts.   
The findings in this study supported three major themes related to the research questions, 
including 1) teaching difficulties are inevitable in the lived experiences of teaching/perezhivanie, 
2) multiple sources are needed to overcome adversity, and 3) the importance of resilience in 
international faculty members’ lived experiences of teaching/perezhivanie. In line with the 
analyzed data, each of the research questions was answered regarding data collected from the 




one-on-one interviews, blog prompts, and individual reflection prompts in the three case studies. 
The discussion of the two research questions is provided thereafter.  
Research Question One 
The findings of the first research question emphasized two parts: teaching difficulties the 
participants encountered, and coping strategies they managed to adopt in order to handle the 
adversity effectively.  
Teaching difficulties  
Whereas the adversity the participants encountered in teaching were varied on a case-by-
case basis in this study, the findings revealed that difficulties or challenges were inevitable in 
each of the three participants’ perezhivanie of teaching. The following teaching difficulties 
related to linguistic-related issues, cultural differences in classroom behaviors, academic 
standards, grading systems, and course expectations were intentionally probed for the research 
focus. 
 First, the difficulties or challenges related to linguistics-related issues included accented 
English, unknown English words, language barriers, and lack of understanding of cultural 
references. Second, the difficulties or challenges associated with cultural differences in 
classroom behaviors included the level of freedom, students’ background, level of engagement in 
classroom discussions, preference of formal addressing, and courtesy of email communication. 
Moreover, the difficulties or challenges related to academic standards, grading systems, and 
course expectations included larger pressure to help students attain employment, different goals 
when designing the courses, adjustment and familiarity to different class assessments based on 
the course, students’ lack of background knowledge of the course, different course expectations 
about online courses, high expectations about students’ achievement, and different grading 




expectations between students of private and public institutions. Each of the participants adopted 
the strategies to overcome adversity through a significant effort. 
Coping strategies  
The findings revealed that multiple sources were needed for the participants to handle 
adversity to minimize the potential pitfall. Although the findings revealed that participants exert 
their resilience in their individual efforts more often than relying on external sources, both 
internal and external sources were valued.   
Individual efforts included personality traits, teaching styles, accessing bicultural identity, 
future plans, making changes, and support from family and friends. Institutional support included 
assistance from the department chair, mentors, advisors, and colleagues, as well as accessing 
school resources.   
However, not everyone sought help from the institutions or utilized school resources; the 
reason for this could be the uniqueness of personalities and egos of each participant. Moreover, 
the participants had their way of mitigating adverse situations; the teachers shared their 
reflections on their teaching experiences and how they handled adversity in a particular way.  
Research Question Two 
The findings suggested that resilience significantly influences participants’ perezhivanie 
of teaching. First, the participants’ resilience construction in their perezhivanie of teaching was 
related to Polidore’s (2004) eight resilience components (religion, flexible locus of control, 
optimistic bias, autonomy, commitment, change, positive relationship, and the importance of 
education); however, religion was only evident in one participant because the other two 
participants did not engage any religious beliefs in their pedagogical style.  




Moreover, in addition to Polidore’s (2004) eight resilience components, the findings 
identified five additional resilience components (bicultural identity, gender influences as 
positivity, past relevant teaching experiences, positive experiences as motivation, and 
recommendations based on experiences) in international faculty’s perezhivanie of teaching. The 
five resilience components were evident in the participants' resilience construction in teaching 
except for one component; the past relevant teaching experiences were minimal in the first 
participant (Jack) because of his limited teaching experiences before his current teaching 
appointment. Jack encountered more difficulties in his early-career teaching while the other two 
participants who taught undergraduate classes while in their respective doctoral programs 
appeared to encounter less difficulty in their early-career teaching. Notably, after teaching as a 
faculty for one and a half years, Jack’s current teaching experiences were much more positive 
than his previous ones, indicating positive academic progress. Although the findings suggested 
that resilience plays a vital role in international faculty members’ perezhivanie of teaching, each 
individual's learning trajectories about teaching and resilience construction were unique. 
Relation to Reviewed Literature 
             This section discusses several important findings concerning the reviewed literature. The 
discussion explains how this research contributes to the reviewed studies of international faculty, 
particularly focused on their teaching and learning to teach.   
Linguistic and cultural aspects of teaching 
One of the contributions is the attention to the faculty’s teaching in research universities 
where teaching is often not given the same attention as publishing (Alshare, Wenger, & Miller, 
2007). Although participants revealed some common linguistics-related issues as other 
researchers found (Alberts, 2008; Alberts et al., 2013; Gahungu, 2011; Seagren & Wang, 1994), 




the findings showed that their English proficiency was not their hurdle for their students’ 
understanding in learning. With efforts, they managed to build rapport with students to minimize 
any negative influences their foreignness may have and increase their credibility in teaching. 
Also, they viewed the difficulties positively and they were encouraged to develop further 
resilience.   
            The findings identified that faculty members encountered linguistics-related issues 
associated with accented speech, the pronunciation of unknown words, lack of cultural 
references, and language barriers confirmed the findings from previous studies (Alberts, 2008; 
Alberts et al., 2013; Gahungu, 2011; Seagren & Wang, 1994). Concerning the linguistic aspects, 
the findings extend the understanding of the importance that cultures play in teaching and 
learning to teach at higher education such as maintaining a professional relationship with 
students and rapport building between students and professors. Three participants did not 
explicitly discuss their home cultures which may influence their teaching philosophy or that their 
changed philosophy. However, they did discuss their developed capability to deal with 
challenges and reconstruct their teaching styles to avoid classroom conflicts with students and 
meet students’ expectations.  
          Rather than being too self-critical, faculty members have embedded their culture into their 
teaching. They viewed their international background as an asset rather than an obstacle and 
applied their native cultural knowledge as a hidden curriculum (Foote, 2013). For example, Jack 
(Case 1) applied his background knowledge in terms of education and culture to teach East Asian 
politics because he discerned that most students in his class lacked background knowledge of 
East Asian countries. Likewise, the other two participants used their background knowledge in 
their teaching, such as introducing specific aspects related to cultural differences or eliciting 




interests when offering a self-introduction speech. While culturally responsive pedagogy was not 
intentionally investigated, the reports from the participants suggest that international faculty 
should consider their cultures without hesitation wherever they will contribute to their teaching 
effectiveness and student learning. This positive note does not cover some cultural related issues 
faculty reported. For example, as they believed that content knowledge is important to students, 
they mentioned the challenges in adopting new teaching styles which was influenced by 
lecturing styles. Thus, researchers must continue to investigate their philosophical belief changes 
and the influences on teaching in the future study.  
             Indeed, cultural factors influenced students' communication and faculty need to 
communicate their expectations for their students and their learning considering the possible 
misunderstandings that result from cultural differences, for example, in the assessment. The 
findings of this study opposed Gahungu’s (2011) report that international faculty members face 
gender discrimination either from their students or colleagues. None of the faculty reported the 
issues related to their teaching. Further research may explore whether and in what ways male and 
female faculty would politicize their gender roles in teaching in the United States since the 
cultures have strong political influences on gender education and related identity development. 
Furthermore, the findings of the participants in this study confirmed previous studies 
(Antoniadou & Quinlan, 2018; Brunette, Lariviere, Schinke, Xing, & Pickard, 2011) in that 
participants recognized the importance of the sense of worth and sense of belonging for 
international scholars for their survival in the target academic environment. Their sense of 
commitment is another important part of identity and professionalism. In general, for 
international faculty to be successfully immersed in two cultures (native and target), building a 
healthy and optimistic self-sense is a vital factor. They need to feel valued, develop a sense of 




belonging and feel relevant for them to be successful in the new academic environment 
(Antoniadou & Quinlan, 2018; Brunette, Lariviere, Schinke, Xing, & Pickard, 2011). Thus, 
building a relevant identity for them to survive and thrive is the key for them to succeed in 
cultural immersion. As the identity-building involves more factors than teaching, future research 
may investigate international faculty's identity construction with consideration of varied factors.   
Teaching requirements and needed support  
             The findings reported participants’ difficulties in academic standards, grading systems, 
and course expectations. These aspects are not isolated but connected with other aspects, which 
differ in each case. As previously mentioned, assessment is not only influenced by cultures, in 
higher education, the assessment may also involve teachers' professional ethics and faculty 
members' content knowledge as a scholar. The results conflicted with Alberts’ (2008) finding 
that faculty members found it hard to adjust to students’ different attitudes about learning and 
grades. Faculty members recognized the unique needs in learning from each student and thus 
they accommodated their students' needs and adjusted the amount of their instructional content. 
The findings in this study suggested that faculty members valued the importance of mentoring 
they received in their teaching as part of institutional support. These results were consistent with 
the previous studies (Alberts, 2008; Alberts, Hazen, & Theobald, 2013; Foote, 2013; Gahungu, 
2011). Considering the workload faculty members encountered at a research university, a mentor 
who experienced the same process and developed sufficient proficiencies in addressing similar 
concerns may serve as a useful source of support. Besides, although faculty members considered 
the department chair as a powerful influence (Theobald, 2007), they did not rely on assistance 
from department chairs; they perceived that they do not have to report to their chair to deal with 
the difficulties as they could manage themselves. This finding may reveal the cultural differences 




in overcoming difficulties. “Face issue” is one important concept that was originated in Chinse 
Confucianism in Asian countries (Bond, 1993; Chen & Hwang, 2016; Ho, 1976; Hu, 1944) 
indicating that some people feel like “saving face” because they may be afraid of letting other 
people know the difficulties or crises that make them feel losing face or being laughed at or 
judged by others. In this respect, sometimes their difficulties through their self-reports may be 
ignored or misinterpreted by people from other cultures.   
Contribution to Theory 
This study applied two theories to this study: perezhivanie and resilience theories. In this 
discussion, I epitomize the aspects of each theory contributed by this study.  
Perezhivanie theory  
I explored the influences of perezhivanie in international faculty members' learning to 
teach at their early-career stage in U.S. higher education. More specifically, attention was paid to 
the major difficulties they encountered and the coping strategies they managed to adapt to 
overcome adversity in teaching. In terms of research design, data collection and data analysis, 
the concepts of perezhivanie guided my interview questions, blog prompts, and reflection 
prompts. It helped me understand the process regarding how the faculty members survived or 
thrived in their teaching experiences at early-career stages (Boylorn, 2008). Refer to Appendices 
(D, E, F, G, H). Further, perezhivanie theory provided input to the responses of research question 
one.  
This study expanded the applicability of perezhivanie in the context of higher education 
by examining the influences of international faculty members’ learning to teach at early-career 
stages based on their resilience development. The concepts (emotions, personality, meanings for 
social environments, development) of perezhivanie were applied and broadened to investigate 




meaningful and unforgettable events international faculty members lived through in teaching, 
which indicated the difficulties or challenges in teaching related to specific domains and the 
coping strategies employed in adversity. Eventually, discoveries about how to teach effectively 
were developed. For example, each individual encountered unique difficulties under the four 
domains investigated in teaching (Roth & Jornet, 2016) and their attempts in coping with these 
difficulties were influential in developing resilience.   
Coping strategies in perezhivanie that helped the participants to live through, survive, and 
thrive further facilitated resilience construction and broadened the concepts of the perezhivanie 
theory. Coping strategies seemed to be related to personality in this study; therefore, the findings 
suggested that personality traits served as one of the factors of how they perceived and adjusted 
in coping with adversity. 
Moreover, this study identified the accommodations and changes the participants made to 
handle adverse situations and how they minimized the potential pitfalls in their teaching. This 
could be explained from Smagorinsky's (2011) point of view, indicating that their behaviors 
were mediated through the interactions between their students and themselves and their motives 
at the current institution. This study extended the concepts of perezhivanie in understanding how 
international faculty members adjusted to students’ needs, adapted to their new environment, and 
navigated their development in learning to teach; this study found that these experiences 
demonstrated positive progress when comparing beginning teaching and current teaching. This 
study also broadened the concepts of theory in understanding how perezhivanie can influence 
other people surrounded by international faculty members, such as their students. Although this 
study did not gather data from their students, faculty members’ stories revealed that their 




students’ learning was mediated by their perezhivanie of teaching (i.e. students’ evaluation and 
annual reviews).   
Resilience theory 
Polidore (2004) proposed a theoretical model of adult resilience in education. The model 
had eight resilience components (religion, flexible locus of control, optimistic bias, autonomy, 
commitment, change, positive relationship, education is important), which explained how adults 
develop resilience throughout their life through their relationships with others and their social 
environment. Resilience theory helped the researcher understand the specific aspects that 
contributed to international faculty members’ resilience development in their perezhivanie of 
teaching and enabled the researcher to discover international faculty members’ perezhivanie of 
teaching by attaining information and insights of their teaching experiences in the U.S. 
classroom.  
Following this theory, I explored the international faculty members’ resilience 
development in their perezhivanie of teaching. In terms of research design, data collection and 
data analysis, Polidore’s (2004) eight resilience components guided my interview questions, blog 
prompts, and reflection prompts, and allowed me to understand the specific aspects that 
contributed to their resilience construction in their learning to teach at early-career stages. Refer 
to Appendices (D, E, F, G, H). Further, resilience theory aided in answering the second research 
question.   
The findings extended the research of resilience regarding the influence of resilience in 
teachers, especially foreign-born faculty from a non-native English-speaking background, 
because they often face conflicts and stress; these conflicts are not only due to teaching-related 
factors, but also from prior educational experiences from their home country that are transferred 




to the U.S. classroom. All such factors can lead the international faculty to encounter additional 
challenges and difficulties while teaching in the U.S. classroom. The aspects that influenced 
faculty members’ resilience construction were tested with Polidore’s (2004) eight resilience 
components (religion, flexible locus of control, optimistic bias, autonomy, commitment, change, 
positive relationship, education is important). Eventually, five additional resilience components 
were explored (bicultural identity, gender influences as positivity, past relevant teaching 
experiences, positive experiences as motivation, and recommendations based on experiences).     
The findings from the first additional component, bicultural identity, indicated that being 
bicultural is one of the factors that influences faculty members' teaching. For example, faculty 
members would use their background knowledge and examples form their native country in their 
teaching while they would integrate Western teaching styles as well. Importantly, faculty 
members remained open-minded to the target culture and attempted to continue to absorb new 
information about the target culture. The finding from the second additional component, gender 
influences as positivity, indicated that faculty members viewed their gender differences in 
teaching as an advantage rather than a hurdle. These findings opposed the existing literature 
(Cooksey & Cole, 2012; Kim, Hogge, Mok, & Nishida, 2014; Skachkova, 2007) in which they 
identified that gender influences are often seen as a negative influence in foreign-faculty 
teaching; this was especially true for female faculty members who were often treated with 
inequality. Surprisingly, the findings from the three cases of this study challenged this 
implication and suggested that gender influences serve as a positive experience in their teaching 
within a different area of emphasis. I argue that gender should not be treated as a shortcoming, 
rather, foreign-born faculty should view their gender as an advantage in their teaching. 




Moreover, the findings from the third additional component, past relevant teaching 
experiences, extended research about the influence of faculty members’ prior teaching 
experiences in their early-career stages. For example, in this study, Emily (Case 2) and Lili (Case 
3) perceived that their teaching experiences in the doctoral program eased their early-career 
experiences at the current institution while Jack (Case 1) put in a considerable amount of effort 
into lesson preparation because of the lack of teaching experiences prior to his employment at 
the current institution. The findings from the fourth additional component, positive experiences 
as motivation, extended the existent theoretical understanding of perezhivanie and resilience. 
Resilience is often discussed about adverse situations, challenges, or negative experiences 
(Bobek, 2002; Polidore, 2004) and perezhivanie is often discussed about emotional or painful 
events (Vygotsky, 1965, 1971, 1994, 1998), although there are a good perezhivanie (Blunden, 
2016). The findings of this study revealed that positive experiences can serve as motivation; the 
participants of this study shared their teaching experiences based on the positive comments 
received from student evaluations and annual reviews and agreed that such positivity certainly 
inspired them in their teaching.  
Finally, the findings from the fifth component, recommendations based on experiences, 
indicated the influence of international faculty members' teaching experiences as a hidden 
curriculum to future scholars. Through their learning to teach experiences, faculty members 
viewed their experiences with mentors as a powerful lesson and further developed their 
resilience by sharing tips with future scholars.   
This study expanded resilience theory in the context of the U.S. higher education by 
examining the influences of international faculty members’ resilience construction in their 
perezhivanie of teaching and especially in their learning to teach at early-career stages. Polidore's 




(2004) eight resilient components served as a vital source in examining an international faculty’s 
capacity to successfully navigate between two cultures. Resilience played an important role in 
faculty retention (e.g., Gu & Day, 2007; Hong, 2012; Polidore, 2004). In addition to the eight 
components, five additional resilience components were helpful in their initial learning to teach. 
The theory also provided empirical evidence that resilience and perezhivanie are two inseparable 
entities in international faculty’s early-career stage in teaching. The broadened aspects of 
resilience theory guided me to further investigate resilience and perezhivanie among more 
international scholars within the context of higher education in the U.S. higher education to 
enhance diversity and excellence in teaching. 
Implications of the Study 
This study provided several implications for future research in international faculty 
member’s teaching. First, the participants in this study inevitably faced the difficulties in 
teaching and voiced the importance of management in coping with teaching difficulties they 
encountered. Through their learning to teach at early-career stages, they developed self-
confidence, a sense of worth, and further facilitated their resilience development. This line of 
research enhances the understanding of international scholars’ adjustment and adaptation to the 
target-teaching environment and consequently build resilience along the road and enhance their 
teaching.  
Second, the participants in this study voiced the importance of being bicultural and their 
prior experiences and background knowledge in their early-career stage teaching. This 
investigation helps international faculty members see the uniqueness and benefits of their 
international background that they will bring forward to the U.S. classroom. Also, such 
international perspectives will help students view things from different perspectives and generate 




greater awareness of the importance of cultural diversity (Alberts, 2008; Foote, 2013). Moreover, 
their background knowledge will serve as a good teaching resource for understanding how a 
“hidden curriculum” helps their students understand what happens in counties other than the 
United States (Foote, 2013) and thus prepare students to be global citizens by broadening their 
worldviews. 
Third, the participants in this study voiced the advantage of their gender differences in 
teaching. Because of the different subjects they taught and the distribution of male and female 
students, they viewed their gender differences as a positive trait in teaching and did not perceive 
it as a hindrance. This line of research will help international faculty members recognize the 
positive influence of their gender difference, and consequently improve their relationships with 
students and colleagues and enhance their teaching. 
Fourth, the participants in this study inevitably faced challenges because of their cultural, 
social, pedagogical, and linguistics differences from U.S. faculty members. They voiced the 
importance of mentoring in their teaching. Although their research and teaching were not related 
to the English subject, they had to employ English as a medium when delivering the lesson. In 
this regard, English should also be valued in their teaching. This line of research will help the 
university administrators understand international faculty members’ needs as an ESL learner in 
working in the United States to ensure that they receive mentoring from their advisors, 
colleagues, or other needed resources.  
Finally, the participants in this study voiced the importance of their teaching as a part of 
the requirements to attain tenure while at the same time they faced more stress in terms of 
publishing research. This line of research will help university administrators or policymakers 
when developing the guideline for their promotions to tenure. The university administrators or 




policymakers should offer workshops or training to support this particular group of faculty 
members as well as increasing more opportunities for both leadership positions and grant 
funding.   
Limitations and Recommendations for Future Research 
This multiple-case research followed the basic principles of qualitative methods so that 
types of data was identified to allow the researcher to analyze the themes that relate to the 
literature and theories. However, it goes with several limitations. First, because of the uniqueness 
of the participants in this study, it increased the difficulties to recruit potential participants. The 
researcher adopted a snowball sampling strategy by asking the key informants (Creswell, 2014a) 
and employed social media platforms as a medium to locate and recruit the potential participants. 
Due to the tremendous expense and long distance to travel to the participants’ institutions outside 
the state to collect data without external funding as a doctoral student, the researcher chose to 
collect data from interviews via Skype or telephone, blog prompts via Google Blogger and 
reflection prompts via emails. Future researchers could consider traveling to the participants’ 
institutions to observe or video their teaching, interview with their colleagues or friends to 
triangulate data sources. In addition, the participants were Taiwanese international faculty 
members from three different fields in three U.S. research universities, the conclusions based on 
the data sources and data analysis should be understood with caution. The sample may not 
represent other groups of international faculty members from the same country, or those from 
different countries. Each individual has his/her unique personal traits, development, and 
experiences regardless of his/her cultural background.  
Furthermore, teaching difficulties were found inevitable in their learning to teach at the 
early-career stage. In addition to specific domains (linguistics-related issues, cultural differences 




in classroom behaviors, academic standards, grading systems, and course expectations) 
investigated in this study, extending the research scope into other domains in teaching is 
recommended for future investigations on international faculty's teaching. Also, resilience 
components aided international faculty members' learning to teach at the early-career stage. 
Future research should further extend the research scope into the exploration of other relevant 
components of their resilience construction in teaching. Finally, although the findings generated 
positive perspectives regarding gender influences in teaching among international faculty 
members as well as foreign-born female faculty members, future research should further extend 
the research scope into other areas of emphasis to explore whether gender influences are 
associated with the subject matter content or the number of male and female students.  
Conclusion 
Considering the significant influences of resilience in the field of education, this study 
purposefully investigated international faculty members’ lived experiences/perezhivanie in their 
early-career teaching in the context of U.S. higher education through a multiple-case study 
design. This research was conducted through the exploration of faculty members’ major 
difficulties, coping strategies, and the specific aspects that contributed to their resilience 
development in teaching. More specifically, the study explored faculty members’ teaching 
difficulties in specific domains including linguistic and cultural aspects, academic standards, 
grading systems, and course expectations. Also, the study examined faculty members’ 
management in coping with adverse situations including internal and external resources. Finally, 
the study probed the specific aspects that contributed to faculty members’ resilience construction 
in line with Polidore’s (2004) eight resilience components in a theoretical model of adult 
resilience in education.  




The study yielded numerous results. First, the thematic analysis of the participants’ 
responses revealed various and unique teaching difficulties from each of the domains 
investigated. Second, the results of the cross-case analysis from the participants’ responses 
implied that it was common for international faculty members to face difficulties in teaching; 
they all managed to adjust their perceptions and adapted to the target teaching environments with 
exertion, and resilience components served as a motivator in their learning to teach. Besides, the 
results suggested additional five resilience components that significantly influenced their 
perezhivanie of teaching, namely, bicultural identity, gender influences as positivity, past 
relevant teaching experiences, positive experiences as motivation, and recommendations based 
on experiences for future scholars. Specifically, one of the components, past relevant teaching 
experiences, suggested that relevant teaching experiences in the doctoral program before their 
faculty teaching enhanced their self-confidence and eased the transition into their early-career 
stage of teaching.  
Moreover, the study suggested that faculty members are learning English as a second 
language and unavoidably to some extent encountered linguistics-related issues in their teaching 
on a case-by-case basis and they attempted to mitigate the issues with individual efforts. Being 
bicultural and knowing how to use their international background in their teaching was 
advantageous in teaching. On the other hand, institutional support was also valued for faculty 
members to handle adverse situations to minimize the potential pitfalls. Also, the study 
suggested that gender influences contributed to positivity rather than negativity in their teaching 
career.  
Finally, the results suggested that faculty members developed resilience through 
accumulated teaching experiences and thus built the sense of belonging and sense of worth by 




providing recommendations to future international scholars based on their perezhivanie of 
teaching. Overall, resilience components tended to be interconnected with faculty members’ 
positive progress in learning to teach and teacher retention. This study contributed to the research 
on international faculty members’ learning to teach at an early-career stage in the United States, 



















APPENDIX A: RECRUITMENT LETTER 
To Whom It May Concern: 
This is Ching Hsu-Kim, a doctoral student in the Department of Teaching and Learning, 
University of Nevada, Las Vegas. My supervisor as well as the principal investigator (PI), Dr. 
Shaoan Zhang and I are conducting a research study titled, Lived Experiences of Teaching: A 
Multiple Case Study Analysis of International Faculty Members in the United States. In order to 
conduct our study, we need participants who are adults 18 years of age and over and they are 
international faculty members and assistant professors at research universities in the U.S. In 
addition, they must: 1.) be raised and grow up in a non-English speaking country; 2) have earned 
a bachelor degree in their home country; 3) have earned a doctoral degree in the U.S.; and 4) 
work as an assistant professor at a U.S. research 
There is no enrollment restriction based on gender, pregnancy, or race. However, because of the 
focus of the study will be to investigate international faculty members’ lived experiences of 
teaching, thus American-born faculty members will be not be included.   
If you are willing to participate in this study, in fall 2018 we will collect data from you through 
three 30-40 minute interviews through Skype, and 4 anonymous online blogs which are similar 
to online journals). If you also know any other faculty members who are eligible for this research 
based on our selection criteria, please forward this email to them.  
The data we obtain from you will contribute to research in international faculty's academic 
development and cultural integration in the U.S. higher institutes. Meanwhile, you will have an 
opportunity to reflect on your academic progress and provide you with thoughts about your 
academic development related to teaching in the United States. Your participation is totally 
voluntary and greatly appreciated.  




Please let me know if you are willing to participate in this study. I appreciate for your time and 
help.  
If you have any questions regarding the study, you may contact me at hsuc5@unlv.nevada.edu or  
Dr. Shaoan Zhang at shaoan.zhang@unlv.edu or 702-895-5084.  
Best, 
Ching Hsu-Kim  
Ching Hsu-Kim, Doctoral Student 
Dr. Shaoan Zhang, Ph.D., Associate Professor of Teacher Education 
University of Nevada, Las Vegas  
College of Education 





















Department of Teaching and Learning  
TITLE OF STUDY: Lived Experiences of Teaching: A Multiple Case Study Analysis of 
International Faculty Members in the United States  
INVESTIGATOR(S): Dr. Shaoan Zhang & Ching Hsu-Kim  
For questions or concerns about the study, you may contact researchers at 702-895-5084. 
For questions regarding the rights of research subjects, any complaints or comments 
regarding the manner in which the study is being conducted, contact the UNLV Office of 
Research Integrity – Human Subjects at 702-895-2794, toll free at 877-895-2794 or via email at 
IRB@unlv.edu. 
Purpose of the Study 
You are invited to participate in a research study. The purpose of this study is  
to examine you as an international academic faculty member who has lived experiences of 
teaching at U.S. research universities. In particular, the study is intended to provide empirical 
evidence for the research in the international faculty’s teaching. Specifically, three aspects are 
focused: 1) the way in which international faculty infuse/integrate their first cultural experiences 
into the American undergraduate/graduate classroom; 2) the difficulties you face, and 3) how 
you have adapted to the situations and adjusted to meet the perceived needs of this student 
population. 
 





You are being asked to participate in the study because you fit these criteria: 
You are an adult 18 years of age and over and you are an international academic faculty 
and assistant professor at a research university in the U.S. In addition, you must: 
1.) be raised and grow up in a non-English speaking country; 2) have earned a bachelor’s degree 
in their home country; 3) have earned a doctoral degree in the U.S.; and 4) work as an assistant 
professor at a U.S. research university. 
There is no enrollment restriction based on gender, pregnancy, or race. However, because 
of the focus of the study will be to investigate international faculty members’ lived experiences 
of teaching, thus American-born faculty members will be not be included.   
Procedures  
If you volunteer to participate in this study, you will be asked to do the following:  
You will be asked to complete the process of data collection with three phases: two one-
on-one interviews with a total of 1 hour and thirty minutes or 2 hours, and four online blogs with 
a total of 2 hours or 2 hour and forty minutes .  
In phase one of research, you will be contacted through the email in the first week of data 
collection. After you sign the informed consent form, you will be contaced to schedule the first 
Skype interview based on the preferred date and time you have selected (first week). The 
interview will be audio-recorded with your permission and it will take approximately 30-40 
minutes to explore your general demographic information, such as gender, country of origin, 
educational background, and years of teaching in the home country and the U.S., including 
experiences teaching as a teaching assistant and faculty. After the interview, you will be asked to 
create an Google Blogger account with the assigned ID (alphabetical characters-A, B, C, D, etc.) 




created by the researchers. You will be asked to complete the first and second online blogs on 
Google Blogger (hsuunlv.blogspot.com) in the upcoming week (second week). Each blog will 
take approximately 30-40 minutes. You will be asked to reflect on your accumulated teaching 
experiences in the U.S.   
In phase two fo research, you will be asked to schedule the second Skype interview in the 
fourth week based on the preferred date and time you have selected. The interview will be audio-
recorded with your permission and will last approximately 30-40 minutes to complete quesitons 
related to your teaching experiences, with special attention to challenges and/or difficulties you 
have faced and coping strategies you have employed to help you teach in the U.S. After the 
interview, you will be asked to complete the third and fourth online blogs on Google Blogger in 
the sixth week. All online-blog data will be collected in the end of fall 2018. 
In phase three of research, you will be asekd to schedule the third and last Skype 
interview in the eighth week based on the preferred date and time you have selected. The 
interview will be audio-recorded with your permission and will last approximately 30-40 
minutes. This interview will be to confrim the previous findings from interviews and online 
blogs. You will be asked to provide more information if more clarification is needed. Also, you 
will be invited to provide and share your course syllabi and evaluations.  
Benefits of Participation  
There may not be direct benefits to you as a participant in this study. However, we hope 
to learn about international academic faculty members’ teaching experiences. To be more 
specific, what difficulties you have encountered and strategies you adopt to cope with difficulties 
related to teaching. The possible benefit for the participants may be of the contribution to their 
future professional success in the field especially in teaching.  




Risks of Participation  
There are risks involved in all research studies. This study may include only minimal 
risks. You may have discomfort from some of the questions. You can refuse to answer any 
questions that make you feel uncomfortable. Also, you can withdraw from the study at any time. 
Confidentiality is not guaranteed because the Google Blog is open to the other participants on 
this study; therefore, please do not provide any personal identifiers (such as name, job title, 
school, etc.) that could link you to your blog post. Also, the Principal Investigator and the student 
investigator noted at the beginning are the only people to have access to the data. They will 
review the blog postings periodically and review comments before they are posted. If any post 
contains personal identifiers, the researcher will let you know and ask that the personal 
identifiers be removed. 
Cost /Compensation   
There may not be financial cost to you to participate in this study. The study will take 3 
hours and thirty minutes- 4 hours and forty minutes in the entire semester of your time. You will 
not be compensated for your time.    
Time commitment for interviews and online blogs are as follows: 
1. Interviews. Each interview takes 30–40 minutes and each participant will do three interviews 
with a total of 1 hour and thirty minutes or 2 hours. 
2. Online Blogs. The participant will complete 4 blogs with approximately 30 to 40 minutes per 
blog. Each participant will complete four blogs with a total of 2 hours or 2 hour and forty 
minutes. 
Confidentiality  




All information gathered in this study will be kept as confidential as possible. No 
reference will be made in written or oral materials that could link you to this study. All records 
will be stored in a locked facility at UNLV for 3years after completion of the study. After the 
storage time the information gathered will be destroyed. All Google Blog posts will be deleted 
online after the data collection is finished. If the study is presented at a conference or published 
in the future, pseudonyms will be used.  
Voluntary Participation  
Your participation in this study is voluntary. You may refuse to participate in this study 
or in any part of this study. You may withdraw at any time without prejudice to your relations 
with UNLV. You are encouraged to ask questions about this study at the beginning or any time 
during the research study.  
Participant Consent:  
I have read the above information and agree to participate in this study. I have been able 
to ask questions about the research study. I am at least 18 years of age. A copy of this form has 
been given to me. 
             
Signature of Participant                                             Date  
      
Participant Name (Please Print)                                               
Audio/Video Taping: 
I agree to be audio or video taped for the purpose of this research study. 
            
Signature of Participant                                             Date  




        
Participant Name (Please Print)                                           
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APPENDIX D: INTERVIEW #1 
Individual Interview Protocol   
Faculty’s name: _______________________ (code) _______  
School: _________________________________  
Time of interview: ________________ AM/ PM  
Date of interview: _______________  
Questions: 
With your permission, this interview will be recorded. The interview will take about 30-40 
minutes. There is no standard answer to each question. You might take a rest, refuse to disclose, 
or withdraw from the study at any time if you do not feel comfortable answering.  
Questions 1-12 
I. Personal Background 
1. Have many years have you been living in the United States? 
2. Have you taught in your country? How long? Grade level? Subject matter content? 
3. Have you studied undergraduate, masters and doctoral degrees in your country or in the 
United States?  
4. What is your content area? 
5. How many years have you been teaching in the United States? 
6. Why did you choose to reside and teach in the United States after you completed a  
doctoral degree?  
II. Biculture/East Asian Culture versus U.S. culture (Research Question 1) 
7. How do you navigate and integrate your native culture in teaching?  
Please provide some examples. They could be what you have done in the past or what you  




will plan to do in the future. 
III. Difficulties at a U.S. university or universities 
(A). Language Related Issues 
8. How do you perceive your accent when you are teaching in the United States? Have  
you experienced difficulties in the classroom because of your accent? Would you like     
to keep your current accent or sound more like an American? Why? 
*Any additional difficulties you found to face in the U.S. classroom under this  
  category? 
(B). Cultural Differences in Classroom Behaviors 
9. Have you faced any difficulties related to cultural differences in classroom  
behaviors? If so, please provide examples. What are the major differences in terms of  
cultural differences in the classroom between your home country and the United States? 
10. As an international professor, have you ever felt that you were treated with     
rudeness and/or confrontations by U.S. students? If so, please provide examples. 
11. Have you had difficulties related to different religious and/or political issues in the  
U.S. classroom? If so, please provide examples.  
12. How would you compare the differences of informal and formal manners in the  
classroom between your home country and the United States? 









APPENDIX E: INTERVIEW #2 
Individual Interview Protocol  
Faculty’s name: _______________________ (code) _______  
School: _________________________________  
Time of interview: ________________ AM/ PM  
Date of interview: _______________  
Questions: 
With your permission, this interview will be recorded. The interview will take about 30-40 
minutes. There is no standard answer to each question. You might take a rest, refuse to disclose, 
or withdraw from the study at any time if you do not feel comfortable answering.  
Questions 13-19 
(C). Academic Standards and Grading Systems 
13. Please use several words to describe your teaching experiences at the beginning of your 
career. Explain the factors that account for your situations from individual, institutional, and 
cross-cultural perspectives.  
Please use several words to describe your teaching experiences now. Explain the differences 
between now and then from your adaption in individual, institutional, and cross-cultural aspects.  
14. What are the major differences in the professional standards and grading system in your 
home country and the U.S.?  
15. Based on your educational experiences in your home country and in the U.S., explain your 
experiences in adapting yourself to the professional standards and grading system in your 
teaching.  
(D). Perception, Adjustment, and Forms of Mediation 




16. What were your biggest challenges in teaching that result from your cultural, and personal 
background?   
17. Does your culture contribute to your teaching that make you feel proud of yourself as an 
international faculty? If so, what are the cultural components? How did you integrate them into 
your teaching?  
18. When you face difficulties in teaching, what strategies that related to your educational and 
cultural background are most helpful? What U.S. cultures did you use to overcome the 
difficulties?  
19. What barriers do you see in your teaching journey in the U.S. institutions? What institutional 




























APPENDIX F: INTERVIEW #3 
Individual Interview Protocol  
Faculty’s name: _______________________ (code) _______  
School: _________________________________  
Time of interview: ________________ AM/ PM  
Date of interview: _______________  
Questions: 
With your permission, this interview will be recorded. The interview will take about 30-40 
minutes. There is no standard answer to each question. You might take a rest, refuse to disclose, 
or withdraw from the study at any time if you do not feel comfortable answering.  
Follow Up and Asking for Further Information if More Clarification is Needed.  
Questions 19-28 
19. Perspectives towards difficulties in teaching  
Based on the teaching difficulties you have mentioned from your previous interviews, do you 
think those difficulties impede or help you in your teaching? How do the difficulties influence 
your current teaching? 
20. Personal traits  
What do you think are the significant traits of the successful teaching in the US? What unique 
traits you have developed to help you survive in teaching in the United States? What traits are 
you still developing? (3-5) 
21. Female/male faculty  
How do you think your gender influences your teaching career?  
22. Tenure review  




Would you tell me the suggestions on your teaching given by your students in the last year’s 
annual evaluation?     
23. Future plan  
What is your plan to improve your teaching based on the discussed challenges we have 
discussed?  
24. The theme of flexible locus of control  
Some things happened because of lack of luck and you were not able to modify or change while 
other things happened because of lack of skills or training and you were able to modify or 
change the situation. How would you evaluate your flexible locus of control in teaching and your 
students’ learning?   
25. The theme of education viewed as important  
What are the important impacts that education may have had on your teaching and further on 
your student learning?  
26. Recommendations  
What important recommendations would you have for the international doctoral students who are 
becoming teachers in the higher education?   
In order to help new faculty to become successful, what important recommendations would you 
have for the new international faculty who have just begun to teach?   
27. Please use five adjectives to describe your teaching experiences.  
Do you mean their current teaching experiences? I have asked this question in the 2nd interview.  
28. Do you have any other opinions or experiences you would like to discuss to help me know 
you?  
 




APPENDIX G: BLOG PROMPTS  
(hsuunlv.blogspot.com) 
1. As a graduate assistant (GA) in the U.S. 
1). Did you work as a graduate assistant (GA) in graduate programs in the United States? 
What were your job responsibilities? If you have taught as a teaching assistant (TA), have you 
experienced difficulties and/or challenges? Please provide examples. What were strategies you 
found to be useful to cope with difficulties and challenges, including personal and institutional 
help? 
2). How did you feel when you just started to teach as a TA, in the beginning years of teaching as 
a faculty, and at the present? What are the major changes you have made? How would you 
evaluate your status of adjustment in the United States? How did your teaching experiences as a 
TA help you when you are teaching as a tenure-track professor? 
If you never taught as a TA, you may share your experiences as a research assistant (RA). Is 
short, how did your GA experiences help your tenure career? 
2. Cultural/identity  
How did you see yourself when you were in the doctoral program and how do you see yourself 
as a tenure-track professor now? What is the biggest challenge for you to transition from a Ph.D. 
student to a professor? How did you conquer it?  
How do you view your own culture and American culture? How do you fit in the U.S. culture 
with your own culture? 
3. Past and recent teaching experiences (in your home country and/or the United States) 




Have you faced or are you facing the same difficulties related to teaching that you had 
experienced previously? Please share. How did you solve the problem at the first time and the 
second time? Why?  
If your answer is no, then please share with us about the differences of teaching experiences 
between your home country and the United States. You may start with culture in the classroom, 
or anything related to teaching.  
4. Job retention/career longevity 
What are your biggest difficulties while teaching in the United States? How do you overcome 
them? (You are welcome to share more than one difficulty, but it is not required.) What would 
you say about the important and necessary personality traits to be a successful international 
professor especially in teaching? In other words, what factors make an international professor 























APPENDIX H: REFLECTION PROMPTS 
Individual Refection Prompt 
Resilience may have helped you become strong at your early-career stage as an international 
faculty in the United States. Please take 5- 10 minutes to reflect on your teaching experiences 
related to your resilience development and answer the following prompt with a minimum of 200 
words (You are welcome to share more if you would like to).  
Getting through the difficulties in teaching, in what ways did you develop your resilience in 
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